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Iitroduction

Moral education has been of concern to educators throughout history. The

fundamental question of moral education was raised long ago in tfeno's guestion

’

?
gé Socrates.1

Can you tell me, Socrates -- can virtue be taught? Or if
not, does it come by practice? Or does it come nelthex by
practice nor by teaching, but do people get it by nature,
or in some other way?

numerous ways. It

puring this century, Meno's question has been answered in

was commonly believed that virtue was learned through participating in church

related activities, Boy Scout clubs, and so on, but Hartshorne and May2 found

that modes of response to moral situations were as much a function of the situ-

ation as ~7 the individual or were part of the "total functioning complex that

includes both the individual and the occasion".” 1In other words, there seemed

to be little relationship between being taught virtue and being virtuous. Yet

the belief still persists that one learns how to conduct oneself in a moral way

through participation in such activities as those researched by Hartshorm= and

May. Although it seems clear that the home plays a vital role, either in a pos-

itive or negative way, the key concern of educators has naturally been the school

setting. Generally speaking, the most persistent mcde of moral education has been

that of inculcatrion through such 'subjects' as religious education, literature and

history.A In the last decade, however, there has been an upsu%ge of interest in

the area of moral education and a variety of different conceptualizations have

been formulated. These include:

1. The Inculcation Approach

The purpose of this approach is to instiil in stucents certain values which

ere considered desitable. These values, which are usually shared by a scciety §

or particular group within a society, ~ould be social, political, morai, econ~

omic, aesthetjc, or religious.




Proponents of this view regard the individual as a reactor rather than
an initiator. The individual is to be taught the values deemed desirable in
much the same way as the three R's were tradi.ionally taught. Extreme pro-
ponents believe that the values of a society_transcend those of an individual,
and they may believe that people should be indoctrinated (the inikigtion into
doctrine-iike beliefs which are fixed and not held on the basis of evidence
or the consideration of alternative positions) into desired values.

Most teachers inculcate at one time or another, especially with young
children, on two Bases. The first is that there are values to which children
must be committed in order to insure the continued survival of a particular
society, or because the values are universal and absolute. These latter
values, such as human dignity or respect for persons, do not have to be clar-
ified, analyzed or evaluated so that they are understood by students, all that
is necessary is to have students commit themselves to them. The second -basis
used to defend this approach is to point out that young children could not
understand the often complex reasons as to why certain values ought to be
acted upon. Whereas there is some truth in this, inculcators do not usually
focus upon understanding at any age. Concern is often for the teaching and
learning of content, not the analyses or evaluation of the reasons upon which
the content is based.

There are several teaching/learning strategies used in this approach. One
of the most widely used is reinforcement. A child is praised for vi;tuous
behaviour, punished for behaviour which is contrary to the desirea. Reinrorce-
ment can take the form of exhor.ations, lectures, nagging, the giving of re-
wards, the removal of privileges, or the use of facial expressions to show

approval or disapproval.

<




Another method, which does noi necessarily come under the inculcation
paradigm, is modelling. In this case teachers, consciously or unconsciously,
personify acceptable values or exemplify them through literature. If this is

’

carried out consciously, then inculcation could be regarded as the correct

»

déscriptor, howewer, it is doubtful if inculcation would be the correct des-
criptor if this was carried out uncons;iously:

Ofter, a combination of reinforcement and modelling is used when a student
is praised or punished in the hope tha& other studegts will follow éhe positive
or avoid the negative behaviour. In most curriculum materials using the ap-
proach, a story is présented which illuscrates the adherence or non—adhefence
to a particular virtue (modelling), and then students are lead through ques-
tioning and discussion to arrive at the 'correct' answers (reinforcement).

Superka5 has formulated a model which uses values inculcation in a sys-
tematic manner:

a) Determine the value to be inculcated.

b) Determine the level of internalization desired (e.g., awareness of the
value, or commitment to it).

¢) Specify the behavioural goal.
d) Choose an appropriate method.
e) 1Implement the method.

f) Assess the results.

2. Values Clarification

Vales clarification aims to help students identify their own values, to
become aware of the inter-relationships among their values to resolve value

- issues, to share their values with others and to act according to their own

value choices. In crder to realize these o' jectives, a sevenfold valuing model




has been proposed. In order to have a value, one must:
A. Choose: 1) freely
- 2) from alternatives
3) after thrighful consideration of the comnsequences of
each alternative

B. Prize: 4) cherishing, being happy with the choice
5) willing to affirm the choice publicly ~*

C. Act: 6) doing something with the choice.
7) repeatedly, in some pattern of life

This model was developed by Louis Raths,6 although the underlying idea
has been borrowed from various 'humanistic' psycholog;sts, This approach re-
" lies on the individual as the initiator of valuiﬁg. It"is he, as a total
6rganism, who has to decide which values are negative and which are positive,
and, in order to demonstrate that he has in fact chosen a particular value,
he has to act upon it.

This approach can be used to clarify all types of values as well as tastes
and preferences. As it is often a matter of personal opinion as to what one
prefers, values clarificution can become relativistic. In fact, extreme pro-
ponents of clarification take the view that all valueg are relative.

As a matter of fact, in order to clarify values, at least ome
principle needs to be adopted by all concerned. That princjiple
might be stated: in the consideration of values, there is no
single correct answer. /

However, despite critics damnation of value clarification because of its
apparent relativistic nature, Rath58 himself states:

<

We believe we have to say 'You may choose what you believe best,
but some behaviour can't be permitted because it interferes too
‘much with the freedom or rights of others".

It would appear that, in the realm of moral values at least, relativism

is not toc prevail.




. Tnstructional strategies rely on the seven-fold model of the valuing
process. B;sed on this, a plethora of activities have been designed for
students. These include discussion, role-play, sensitivity exercises, games
and simulations, the writing of personal journals and autobiographies, .and

| artistic and musical activities. The most popular exercises involve making
forced choices and rank ordering values and preferences.
Many published curriculum projects utilize the values clarification

philosophy. Two of these are: Deciding for M.yself,9 and Making Value Judg-

. 1
ments: Decisions for Today.

3. The Cognitive - Developmental Approach

Basically, this approach relies on th; stimulation of moral reasoning.
According to Lawrence Kohlberg's research, 1 each individual can pass
through six stages of moral reasoning. These stages are successive — one
cannot s. ip stages —- and hierarchical, each stage being based upon preceding

stages and each stage being 'hetter' than the preceding stages. The reason-—

ing displayed in each stage is not completely a product of external sources,

as in the inculcation approach, nor is it solely a product of internal sources,

as in the values clarification approach. Reasoning is a product of both envir-

onmental and genetic stimulants which interact. Development through the stages,
3 will, therefore, depend on maturity and the ;ocial milieu with such variables

as 'intelligence' and role-taking ability being especially relevant.

The basic instructional procedure is to present students with hypothetical
or with realistic/factual dilemmas_which are then discussed in small group situ-
ations.‘ Solutions are generated and reasons for the solutions are argued. It

is premised that if students at a given stage are exposed to arguments at the

next highest stage, they will be stimulated to begin to think at this higher

'IERJ!:‘ level.
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In this regard filmstrip and print dilemmas have been published12 and
e

curriculum projects have incorporated dilemma discussions.l

/

4. The Analysis Approach

The rationale for this approach is based upon the assumption that there
are rational ways to resolve value issues. The focus is therefore on cognitive
processes such as the use of logical analysis and ‘sciéntific' inquiry models.

The problems dealt with in this approach are not usually personal moral ones;

rather, they are of the broader sccial nature such as pollution, freedom of

speech, minority rights, and so on. As the 'new' social studies stresses re-

searc¢h into social issues, it is in this subject area that one is most likely

X
to find the use of the analyses approach. Students are taught to define 'the

issue, collect evidence, question the validity of factual statements, substan-
tiate the relevance of statements to the issue, test the logical consistency

of arguments, weigh the valence of evidence, and test the value principle(s)

implied in any decision made. Many inquiry models have been developed by such

) .
people as Massialias,l4 Oliver and Shaver,15 and Simon.16 The procedure which

appears to most cicsely reflect the analysis approach is that devised by Meux
and Coombs.17 Students using this procedure have to:

a) Identify and clarify the value question.
b) Assemble purported facts.
c) Assess . the truth of purported facts.

d) Clarify the relevance of facts.

e) Arrive at a tentative value decision.

f) Test the value principle implied in the decision. )
1. New Cases Test: apply the principle to a relevant new situation and decide
on its acceptability. ,
2. Subsumption Test: show that the principle is a case of a higher principle ;
which is acceptable.
3. Role Ekxchange Test: imaginatively exchange roles with someone affected by
the application of the principle and congider whether it is acceptable.
4. Universal Consequenées Test: imagine the consequences if everyone in
similar circumstances were to engage in the action and consider whether
or not this is acceptable.

9




" 5. The AVER Approach

Like the analysis approach, AVER18 assumes that there are rational ways to
solve moral issues. However, AVER does not underestimate the importance of dis-
positional and emotional factors involved in acting morally, and it realizes
that developmental variables affect moral reasoning and role~taking ability. -
AVER believes that morality is a multi-f§ceted concept, involving cognitive,
affective and dispositional characteristics. Therefore, the list of competencies
deemed necessary for rational mo;al judgﬁent include: :

a. (FACT-VALUE) Distinguishing between value statements and factual statements.
b. (VALUE SENTENCES) Distinguishing in a value statement between the value object
and the value term.
¢. (POINTS OF VIEW) Recognizing that value judgments can be made from 3 number
of points of view; e.g., legal, aesthetic, economic, practical, spiritual,
health, moral, and more specifically, learning to recognize moral judgments
as one of several types of value judgement.
d. (ROLL EXCQANGE) Having ‘he ability to put oneself imaginatively into the

circumstances of another person and thus come to appreciate the consequences

of a proposed (morally hazardous) action or attitude for the other person.

e. (FACT ASSEMBLY) Being asle to assemble relevant facts on complex moral issues.
Knowing what facts to brirg to bear on a partiCuxgr moral judgment and under-
standing how these facts influence the soundness of the moral judgment.

£. (THE PRACTICAI. SYLLOGLISM) Knowing the use of the practical syllogism; under-
standing how value judgnents canAbe deduced ffom more general value judgments,
or principles. ’

g. (PRINCIPLE RELEVANCE) Being able to perceive what principles are relevant

to particular situations ‘and actions.

ERIC | 10




h) (PRINCIPLE TESTING) "Being able to test principles of action.
\

1) (MORAL POINT OF VIEW) Being familiar with the salient features of the moral

point of view; knowing the identifying characteristics of moral judg%ents;
- : ‘ \

being able to recognize the moral aspects of the séﬁuation.

i) (MORAL COMPETENCE) . Appreciating the complexity of moral situatione; posses-—

sing the skill of analyzing the morai aspects of complex problems; integra-

tion of the various components of moral competence.

¢
In order to teach these competeacies, several units have been developzd,

field tested and used in research studies.19

The Analysis System

L4
7

The various aﬁproaghes to values/moral education mentioned above have been
embodied in a variety of curriculum materials. As there are at present over one
hundred programmes listed in North America and the United Kingdom,20 a method
of analyzing these programmes would appear necessary. Teachers at any level

A
who wish to formally engage i#gv31Ues/moral education need to be able to find
out jist what it is that any particular programme attempts to do, and how it
attempts to do it, without actually having to collect and analyze each separate

1

programme for him/her self.

Therefore, the first part of rhe overall study consisted of designing a
curriculum analysis model which would focus upon the key characteristics of the
curricuium material. This was carrie& out by the researcherggnd Dr. D. Williams
prior to the receiving of the project grant (see Appendix A). The second pa;t
of the overall study -- the funded part -- cunsisted of applying this model to
particular curricular materials. It was decided to take one programme from each
ot the various appruaches to values education as out{ined by Superka.21 (Incul-
cation: lloral develupment: Analysis: and Clarificatgjn). Added to this was an

AVER unit. However, when it came to classifying various programmes in the

Superka model, it was found that two programmes -- DUSO and Lifeline, which were

11 -




. labelled as clarification -- did rot, in the authors' judgment, neatly fit into

the clarification category. As both DUSC and Lifeline are, based on premises

that students should feel 'good' about themselves and should treat other people
with consideration, it was decided to include analyses of these materials, but
not under the clarification label. Like any ‘'ideal' classification system, one

can argue abcut the placement of items in any one category. One could reasonably

state that all programmes inculcate something. However, based on the descrip-

S

tions of the various approachessspntained earlier in this report, the categori-
zation of the programmes, as below, seems justified. The following pgogramme?

were analyzed (Appendix B):

4

a. Prejudice. Published by AVER. The University of British Columbia, Vancouver,
B.C., 1976 (AVER Approach). . ‘

b. Making Value Judgmenfs: Decisions for Today. Carl Elder, Merrill, 1972

(Values Clarification Approach).

[N c. Developing Understanding of Self and Others. Don Dinkmeyer, American Guidance
Service, 1970, 1973.

,

d. Lifeline. Peter McPhail, Argus, 1975.

e. First Things - Values. L. Kohlberg and R. Selman. Guidance Associates, 1972

(Moral Development Approach).

f. The Jurisprudential Framework. Public Issues Series, D. Oliver and F. Newman,

Xerox, 1967 — 1974. (Analysis Approach)

Analysis of Public Issues Programs. J. Shaver and A. Larkins, Houghton Mifflin,
1973. (Analysis Approach)

. &. The Human Values Series. Z. Blanchette,.v. Arnspiger, J. Brill and W. Rucker,
Steck-Vaughn, 1970-1973 (Inculcation Approach).
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A CURRICULUM MATERIALS ANALYSIS SYSTEM FOR VALUES AND MORAL EDUCATION

With the plethora of values/moral education curriculum materials

[y

on the market, it is clear that a schema for analyzing and comparing such

\
materials is necessary. Such a schema is presented here. It is based upon .

§

a numbc; of curriculum and evaluation nqgcls. such as those proposed by |
N Morrissett et. al. (1969), Stake (1967), l;d Fraenkel (1969). |
The schema proposed in this psper is designed specifically for

. the aniiysis of curriculum plans and materials, rather than classroom trino- |

actions and/or program evaluation. It is therefore, an sxample of what \

Morrissett, Stevens, and Wboélay (i969) call a "curriculum materials analysis \

system." ‘
Figure 1 shows the components of the proposed schema in terms of '\

Fraenkel's (1969) curricuium model. Although the questions posed concerning

components of the scgemn are of an analytical nature, it 1a‘acknov1¢dgcd
oo that 'a priori' criteria have been used in the selection of qu;otiono and

components. For example, questions regarding the logicil contingency among
various components of a curr;culum package are based ;n‘thc assunption that
.there should be congruence among objectives, contené, instructional procedures

\ and evaluation. Furthermore, 1f is assumed in this paper that characteris-
tics of the materiais should ralate in some way (often made explicit in the
rationale) to the characteristics of curriculum users, the school, and
society.

~,
3
]

1.0 Antecedent Conditions

I3

Antecedent conditions are the cqmmﬁnity, school, and participant X

(1.e. pupil and teacher) characteristics that migBt influence the design,

adoption and implementation of values/moral education curriculum materials.

- v
e -

ERIC . . .
o ' 17




e d
[RNAE

-2«

FIGURE ONE

A Model for the Analysis of Curricular Programs
in Values/Moral Education*

1.0 ANTECEDENT
CONDITIONS
1.1 PUPIL CHARACTERIS-
* TICS
1.2 TEACHER CHARACTER-
ISTICS

v

- 4.0 PUPIL ACTIVITIES/LEARNIN
. ESCRIPTIV - .
3.0 gEiiS%ICé E CHARAC EXPERIENCES
3.1 INSTRUMENTAL. CONTENT ‘Observing
Examples Recording
Events . Practicing
Issues _ < > _Expressing
Data Processing
Materials -~ . Interacting
3.2 COSTS i
3.3 TIMC . A -
TN Yﬁ w o, . AN\ "
A\ . EBI . _
2.1 RATIONALE
\4_a> 2.2 OBJECTIVES
Knowledge -
Dispositions :
Abilities
\ Modes of Thpught
/ Traits ! >
N Z \ v
5.0 TEACHING STRATEGIES/
. .
6.0 DIAG:ZEE:/E\ALUAFION PROCEDURES
$ )
Procedures Questioning !
Data Inquiry
. Evaluative Reasoning
( ' ) ’ Concept, Teaching

Sociodtrama/Role-Playing
Simulation

1.3 SCHOOL, COMMUNITY,
AND SOCIETY
CHARACTERISTICS

*Adapted from Jack R. Fraenkel, "A Curriculum Model for
Social Education 33, 1l: 31-47, January 1369

: ~
1.0 ANTECEDENT CO«DI'TTONS

)

the Social

i

Studies",

<
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dcvclopcd diftor narkedly from those of the actting 1q‘wh1ch such nntcriala

-3

Such coniditions, though not always explicitly acknowledged by cucriculum

authors, are of;cn critical to those concerned with the adoption or wtili-

2} .

zation of curriculum materials. Thin is particulurly’thc case in .ituationo
v

in uhich tho antcccdent conditions of tha setting in vhich the natcrialn warc

are likely to be utilized. - é

S5 “Her, e R

1.1 Pupil Characteristics

Students vary in their experiential backgrouné-. abilities, value
systems, and interests. Programs often assume thac norﬂa cxiat and that\
atud.ﬁ%n have already learned various skilis, processes or content. For
example, Guidance Associates, First Things: !;lggg (1972, sound filmstrips
were explicitly designed for preadoleacant; at the first three stages of
Kohlbergian moral reasoning development. Those conaidering adoption of a
particular package’6£ curriculum materials would be well-advised to pose

such’ questions as the following: ~

l1.1.1 What assumptions are made tegarding pupil entering behavicurs or other
pupil characteristics?

1.1.2 BHow do the characterietics of the pupils for whom the materials

were developed differ from the characteristics of the pupils who
“ are likely to utilize the materialas?

1.2 Teacher characteristics

Much of the success of a program is offan dependent upon teacher
sxpertise, knowledge, and attitudes. Some programs assume that teachers
are already wnll-veraed in moral philosophy and/or psychology. Some pro- «
grami assuma that a climate of free and open inquiry exists in the classroon ‘
and that the teacher is opgnminded §nd accepting of student '4deas. The

* e

degree to which authoxs of curriculum packages attempt to maks their

19
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. saterials 'teacher-proof' (e.g. the programmed instruction components of

Meux st al., Rational Valus Decisions and Value Conflict Resolution, (1974) -

may'ﬁrovido at least indirect evidence of the priority given to teacher
characteristics in the’ development of particular programs, Whether or not .
assumptions concerning taacher characteristics are nadé explicit, the

following question is relevant to the analysis and conparison o{/curticulun

materiala:
Fa B ¥

1.2.1 What assumptions are made regarding teacher characteristics - i
deened necessary to teach the program(s)? ‘

o, v =

1.3 School and community characteristics

{
Values/moral education is a contentious issue i{n many localities.

5 s

Areas. of lupp&rt and opposition have to be 1dentified ff tha program is to be

!
. adopted and implemanted., Within a glven school or school system there may J B
be constraints already existing that would affect the feasibility of curricu- o

N

lun adoption or implementation, Community_characteristicu,iay place con-
gtraints, for example, on the level of scﬁooling at which certain kinds of
curricular content can be utilized in programs of values/noral education ‘. ;

(even in cases in which developmental constraints are not critical)., However,

M, 4t must not be assunmed :that school and community characteristics nacénsaxily'

{nhibit introduction of such materials. There may be axisting policies, as
well as school, community, and broad sqcial characteristics, that aid rather o

than inhibit adoption and utilization of curriculum materials in values/

3
:;?.‘4'-
kA

moral education. Whatever the case, an important question in the analysis

of values/moral education curriculum materials is the foilowing:

1.3.1 What gharacteristics exist in the school, school system, community,
or larger.society that would aid or hinder adq?tion and implementa-

~ tion of the progranm?

1
4
’
;



2.0 Rationale and Objectives

2.1 Rationale

Most programs sre based explici#ly or implicitly on a rationale.
The rationale can be defined as the statement ;t featura(s) of a program,
or curriculum package, that connects characteristics of pupils, school, . [
and/or locict; to characteristics of the program. Figure 1 emphasizes the
role of the ratfonale in connecting antccgéeht_c?nditionl to ptograi objec-
tives, in particular. However, the rationale, if one is provided or implied
often reveals sssumptions of the curriculum authors regarding (1) the nature of Man
(t.e. is he basically good or bad or ha; he the potentisl for either)?,
(2) the way in which values and morals are leazney'(i.c. which psychologi-
cal fttmeﬁork, behaviourism, developmentalism, social 1nterac;ioniam,

romanticism, etc., is assumed?), (3) the naturs of values and morality (i.e.

Y

- how are these terms defined?), and (4) the aims of schooling and ' education

(1.e. vhat are the desired end states?).

, Important queetions concerning the rationale of values/moral

education curriculum materials include the following:

2.1.1 Are the aims of valuec/moral education programs seen to be
predominantly personal or social? reconstructive (futuristic)
or conservative (traditional)? .

13

»92.1.2 How central aure the aims of values/moral education seen to be in
schooling and the total curriculum? '

2.1.3 What assumptions are made regarding the nature of Man, humun learn-
ing, the nature of normative/moral judgement and actionm, end/or the

aims of education?

2.1.4 How explicitly and coherently are the objectives and other charac- A
teristics of the program related to the antecedent conditions and

the assumptions noted above?
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- 2.2 Objectives
Objectives are the intended outcomas of programs. These might ianclude:

a) Fnowledge of facts, concepis, generalizations, principles, or
social expactations. (e.g."GIG (I) KF, Knowing other 'hard®
facts relevant to moral decisions."Wilson, 1973, p. 137).

b) Dispositions such as attitudes, ‘sensitivities, and commitments
to one's sslf, to others, or to various objects, situations,
and actions, (e.g. "To treat others with consideration for their
needs, interests, and feelings." McPheil, 1972).

c) Abilities which might 4nclude various social, academic, and be-
havioral skills (e.g. "Assist the learner to incorporate value
snalysis tochniquon into thinking about his own interparzonal

relations...” Rucker, Arnspiger, & Brill, 1973).

d) Traits which include recurreat or persistent personality, character,
or behavioral characteristics. (e.g. "Justice, kindness, tolerance,
helpfulness, and a respect for human rights.” American Institution
for Character Education, 1970-1975). -

) Modes of thought which might include dispositions and abilities to
apply reason to the assessment of moral arguments, judgements, and
actions. (e.g." KRAT (I) TT, Thinking thoroughly about situations,
and bringing to bear whatever PHIL, EMP, and GIG one has'. Wilson,
1973, p. 137). :

éuthors of some programs define moral competence in terms of a combination - 7,

4 ®

of these attainments, dispositions, and abilities, whereas others identify

a single objective or class of objectives as paramcunt. Objectives cah vary

in terms of emphasis (e.g. cognitive, affesctive, behgvioral); cgggreheﬁaivenels

(e.g. uni-dimensional or multipie objectivda); and specificity (e.5. general
aims, behaviorally stated objectives). Furthermore, objectives can ba stated
in developmental terms (e.g. Kohlberg, 1975), or in terms of the requiremerts

of mature, or even ideal, moral competence (e.g. Wilson, 1972),

2.2.1 What dass or classes of objectives are emphaaizéd?

2.2.2 How are the objectives .stated?

L




broad, genecral terms?

ore specific terma?

In behavicral terms (with definad outcome, measurement
to be used and criteria for success)?

2.2.2.1
2.2.2.2
2.2.2.3

%)

2.2.3 How comprehensive are the objectives?

2.2.4 What hierarctical, developmental’or sequential relationships
exist among program objectives?

. 2.2.5 Are the objectives drawn from:i~

2.2.5.1 A particular approach to learning?

.2 Perceived societal needs?

.3 Demands of a subject area? ‘
4 Perceived needs of the student?

2.2.5
2'2'5
2.2.5

PO

2.2.6 Are the objectives congruént with the rationale? . -

3.0 Descriptive Characteristics

Instrumental content, format, paterials, costs, and time requirements

are important considerations {n the analysis and comparison of curriculum

RV
A

materials. Such descriptive charecteristics are particularly important to

those concernsd with the selection and adoption of curriculum plans and

materials in values/moral education.

3.1 Instrumentsl Content

It is, perhaps, necessary.to-differentiate “Imowledge of content” sud

{nstrumental content. Content is viewed by some as an objective (le. know-

ledge of factual content, etc.) to be comg;phended and acquired by students.
‘Instrumental content is wmore properly regarded as the vehicle or means for

the attainment of ogjectives, rather than,the attainmeant, 4tself. An impli- N .
cation of this notion is that different instrumental content might be

selected for pursuit of the same objective(s). ! |

23
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Instrumental content ¢ prises the data that pupils will 'process’
(i.e. observe, analyse, manipulate, discuss, etc.) while engaging in prograx
activities. Such content varies in terms of focus (e.g. moral/non-moral)
source (e.g{_éontempératy/hiotorical, hypothetical/actual), media (e.g.
print, visual, &udio, audio-visual, dtrect experience, etc.), and format
(e.g. raw data, secondary sources, casa studies, etc.). For example, the
Kohlberg program (Guidance Associates, 1972) Qoeo audio-vigsual materials on
critical incidents which are presumed to be of relevance to the day-to~day
experiences of young childfen. The Schools Council program (McPhail, et al.,
1972} comprises print material on-.individual and societal concerns, both in
present day and historical coutths. Some programs focus on moral issues

(e.g. Guidance Aseociates, 1972), whereas others also focus on aon-moral

iaoﬁés (¢.g. Simon, et al., 1972).

°

3 \
3.1.1 Do the materials focus upon moral or non-moral (e.g. political,
economic, aesthetic, legal, etc.) value issues? \

‘\

3.1.2 Is the content organized in terms of social issues? a p&ttiqul“
discipline? interpersonal issues? case studies? critical incidents? .
etc. ‘

3.1.3 How is the content organized in terms of scope and sequence?

3.1.4 How varied or lacking in variety are the materials?

3.1.5 Are the issues and materials suitable for a particular grade
level ot levels

3.1.6 How congruent are the issues and mateftials to the program
objectives and rationale?

3.2 Overall Format and Organizatfén

Programs vary in specificity and organization. Some leave little to

teacher and pupil creativity or initiative, zssuming that the stated objec-

tives will best be met by creating 'teacher-proof' curriculum packages
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"Zéﬁugte with worth, cost factors are important considerations in an age
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(e.g. Sayrs, 1972). Others grant more autonomy to the classroom teacher

(.e.g. Guidance Assoclates, 1974).

3.2.1 What format does the program use?

3.2.1.1 A general guide with suggestions as to objectives,
content, activities, and evaluation?

3.2.1.2 A specific guide with dataiiod ébjoctibos, content,
activities, and avaluation techniques?

3.2.2 How-complete is the guide in describing such program componants
as objectives, content, activities, and evaluation?

3.2.3 Are all the basic materials provided for the teacher?
3.2.4 Are some materials provided and others suggested?

. r
\3.2.5 Are no msterials provided but specific directions given for
) creating or obteining them?

3.2.6 Are only general doai;iptionn of suitable materials given?

3.3 Costs

Although costs of materials and implementation do not necessarily

of restricted budgets, especially to the taxpayers who support the education

systemn.

3,3.1\q?w much do the program materials cost - - - per pupil? per teacher?

3.3.2 that are likely to be the costs of -teacher in-service agsoclated
with introduction and/or implementation of a particular progran?

-
£

3.4 Time Requirements

The introduction of any new program involves considerations of its
place in to total school curriculum. Some programs can be incorporated into
an existing subject area (or areas), wheress others require 2 new 'slot’ in
the timetable. Considerationa of the duration and intensity of prograx time

requirements cowprise an important, though hopefully not the gole, Eriteria

' ™

25-
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by vhich new programs are accepted or rejected. .
3.4.1 How long will it take to ‘cover' the program?
3.4.2 How large a proportion of the total echool curriculum will the program
occupy?
4,0 PUPIL ACTIVITIES
These are the observing, recording, practicing, processing, cx?rcooing,
and intefncting tasks in which pupils engage in pursuit of program objectives.

Such activities wmay be analysed in terms of variety, pupil involvement, pur-

pose, and complexity. Pertinent questions concerning pupil activities proposed for

values and moral education programs include:
4,1 Are the day-to-day activities varied or lacking ln variety?

4.2 What level of pupil/teacher/content interaction do .the ) '
activities provide? Is the role of the pupil(s) active or
. passive?

4.3 Are the activities appropriate to program objectives?
. <
4,4 Are the activities sequentially or non-sequentially organized?
1f sequential, is the order of adtivities related to/or
required by some teaching strategy or procedure?

4.5 Is the sequence of activities ordered from simple to complex?
Is the level of complexity of various activities appropriate
- to the grade/age level(a) of pupils?

5.0 TEACHING STRATEGIES

A teaching strategy is a deliberate pattert of nctionn, or sequence of
teaching operations (sometimes logically or psychoiogically ordered), aimed
at achieving 2 specific goal (Byman, 1968, 389). Strategies, or sequences
of teacher moves or interactions with pupils, have been. proposed to achieve
such aims as promoting certaia cognitive behaviours, affective responses, or
cmotional climates in the classroom. Examples of strategiea to promote cog-

nitive behavioura are (Taba, et, al. 1971, 71) "attaining concepts", Coombs .

20
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and Meux' (1971) "evaluative decision-making," and Suchman's (1960) "inquiry

“stratedy." Examplas of strategies to promote particular affective respouses,
- . -

v iffactivp—cognitiyo responses, Oor classroom emotional climate sré Fraenkel's

(1973, 248) "exploring feelings", Shaftel's (1967) "role-playing", and various

uinulgtion strategies.

Questions relevagf to the coxparison and analysis of teaching strate-

gles/procedures for programs in values/moral education inciude’

€

5.1'What teaching strategies or procedures, if any, are nuggeltcd\for,
or required by,this program?

5.2 How appropriate are the strategies (or strategy) to program

objectives?

!

5.3 What degree.of pupil-teacher interaction does the strategy or
‘. procedure require or, at least, suggest? Is the iptevaction
teacher-group, teacher-individual pupil, pupil-pupil, or a

combination of these?

5.4 Is the interaction primarily verbal, non-verbal, cognitive,
. affective, psychomotor, or a cowzbination of these?

©+5 How flexibie or inflexible is the strategy or procedure in terms
of grade/age level, objective(s), and instrumentsl content?

6.0 DIAGNOSIS AND EVALUATION NEEDS, PROCEDURES AND DATA(\
Diagnosis and evaluation characteristics of a program ccmprise the
needa: data and procedﬁres for assessing pupils and/or the program, prior

to,during, and after implementation.

6.1 Diagnostic and Evaluation Needs

Needs refers to the requirement(s) of the program for diagnestic/eval~
uation data and procedures. FPor example, 'Kohlbergian' programs assume that
the teacher knows or is able to find out each puﬁil'a dominant stage of moral

reasoning. Unlegp this can be diagnosed and appropriate meagures taken to
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to know vhether the pt%!!é? objcctivc‘of "Kohlbergian' programs, ﬁpwnrd

stage transition, had been achieved.

6.1.1 Does the program require and/or provide procedures (e.g. tests,
g cbockl@ggs, interviev and/or obssrvation schedules etc.) for the
_gathering of disgnostic/evaluation data? . ‘

" 6.1.2 1f.the progrem requires disgnosric/evaluation data, but techniques

and instruments are not provided, are appropriats techniques and
{nstrumsnts svailable elsevhere? .

6.1.3 What pupil or progranm characteristics/attainments are the diagn&ntic/
evaluation proceduris designed to identify or measure?

6.2 Disgnostic/Evaluation Précedures )
Procedures refer to the rechniques which are/can be weed to assess
s:udent attaimeenc(s). Such techniques axy include written tasts, obsexve-

tion or interview schedules, checklists or inventories.

6.2.1 Are available procidures apptopt@‘tcafor gathering data sbout the
relevant characteristics of pupils, program, Or both?

6.2.2 How valid are the evaluation results as indices of relevant. pupil/
prcgran characteristics or attainments?

6.2.3 What criteria are cvailable for analysis or interpretation of diag-
nostic/evaluation data? ., %

6.2.4 How appropriate or adequate are the available diagnostic/evaluation
proceduresand criteria in téerms of program objectives, diagnostic .
needs, and instructional planning?

6.2.5 Ate the diagnostic/evaluation techniques conhgruent” With the other
progran components? -

6.2.6 Do diagnostic/evaluative techniques provide:-

a) Immediate feedback to the pupil?
b) Immediate feedback to the teacher?
¢) Evaluation on a norm referent?

’ d) Evaluation. on & criterion referent?
e) A one shot, end of unit/topic/progran evalgation

. .
ki

28

assess changes in pupil's moral reasoning, the teacher would not be in s position
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6.3 Data: Formativé and Summative Eygluation

This refers to cvaluation. vhich have already been é;rricd out in the

program, In some cases ongﬁing evalnation nay - havc occurred during the

S

actual writing lnd initial inplt-antation of the progran (i.e. formative
cvaluntion) For ;xanplc, formative evaluation appears to have occurred dur-
1ng the 1np1e-entation of the Horal Education Pilot project in London, Ontatio
(Dicks, 1973). In other cases an exiating program may have been evaluated
aftexr it has pecn used in axc;aagroom, For example, Selman and Lieberman
(1974) carried out a aunna:ivu'ey;luaﬁion of the%?irat Things (Guidance

Associates, 1972) 'thlbcigiap"ﬁfogfam.

(e

6+.3.1 What descriptive and/or reaearch evidence of the effects and
cheracteristics- of the program is availadple?

6.3.2 Has the ptosrah been field tested? If so, with what rolﬁlt(a)?

6.3.3 Was formative evaluation'c;rried out} If so, what changes, and
what were the results of the changes?

CONCLUSION

Figure 2 is a summary of the analysis schema described in this paper.

Most ’of the curriculum packages in moral education currently available are

a 1

not sufficiently comprehensive to exhibit all of the program characteristics

to which the categories of this schema refer. Nevertheless, it is the view
of the present authors. that each of the characteristics specified in this

E .
analysis system is of great potential importance to selectors, users, and/or

reecearchers of curriculum materials in values/moral education. ht)‘

29 Y
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FIGURE TWO

A Curriculum Materials Analysis System for Values and
Moral Education
I
1.0 Antecedent Conditions
1.1 Pupil Characteristics
‘1.2 Teacher Characcteristics

1.3 School, Community, and Society Characteristics

2.0 Rationale and Objectives
2.1 Rationale y
2.2 Objectives -

3.0 Descriptive Characteristics

3.1 Instrumental Content

3.2 Overall Format and Organization
3.3 Tosts

3.4 Time Requirements

4.0 Pupil Activities

4.1 Variety of Activities

4.2 Pupil Involvement =
4.3 Purpose -

4.4 Organization and Complexity

5.0 Teaching Strategies

5.1 Kind

.5.2 Appropriateness

5.3 Teacher/Pupil interaction

5.4 Flexibility ' . B

6.0 Diagnosis and Evaluation
6.1 Needs

6.2 Procedures

6.3 Data: Formative and Summative Evaluation

The schema has been developed and utilized to date for pre-and

in-service teacher education in current practices in values/moral education.

The authors look forward to hearing of the experiences of others in utilizing

; 30
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this schema, mdificaticns. thereof, or alternatives to the curriculum
.materials analysis system described in this paper.

‘
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PREJUDICE

) .

The Association for Values Education and Research. The University of

1.0. Antecedent "Conditions : Analyst: Peg Sutton

1.1.

1.2.

-

Pupil Characteristics

The Prejudice curriculum unit was developed through work with secon-
dary school students in the Vancouver area. The mategials and exercises
are-aimed:at the geneqal secondary student population. It is assumed that
the students can read/at the §econdary-le§e1; Many of the exercises in-
volve exchange of idéas between teacher and students, and amonéastudents,
in group activity situations. There 18 always the possibility that a given
class will be unﬁilling or hnable to function well as a group. It is also

generally assumed that students can handle some of the quite complex logic

that is required 'at times.

Teacher Characteristics

In order to make full use of the curriculum unit, the teacher should
understand the concepts involved, and also be facile ix applying them in
classroom activity. The teacher's handbook eiplains these concepts and
their application to the unit. The explanation in the teacher's handbook
can be supplemented by the AVER handbook‘(currently in préparation).

The ability to apply the concepts in the classroom will vary with the

individual teacher, and especially with their experience with this and simi-

lar materials. Because the concepts involved are likely to be new to the
teacher, it would be difficult for him/her to use the materials for the
first time without an intrpduction to them from a person who is familiar

with the material. Also, it would be beneficial for the teacher to have

acbess o an experienced person during initial use of the unit, in order to

deal with questions that arise ia the classroum.

|
|
|



2.0.

1.3.

Rationale and Objectives

2.1,

.

School and Community Characteristics

Rationale . .

e

It is quite possible that there will be strong feelings in a particular
community either in support of or in opposition to the use of the Prejudice
unié in the classroom. Ig is common knowledge that values-related activity
in public schools”excites many members of the community, with the negative
voices often the 1oudé§t. Howevér, in localities where prejudice has lately

become blatant, or for some other reason there exists community concern with

the issue, the community might be supportive of the unit.

r

The aims of this unit gre seen to be primarily personal, wirh social
implicatiaons. That is, the focus ;s on a’réEional approach to value issues,
an specifically, to prejudice. Rationality is something that is fostered
in an individual. However, insofar as a pergon's rcasons and reasonablemness
affect his/her actions towards others, rationality is part of the social
world.

Since the change that is aimed for is in the individual, it would be
inappropriate to call the goals of the unit either conservative or futuristic.
There is nc attempt to either challenge or uphold the public values oflour
society. Rather, it is hoped that each student will evaluate her/his own
values in a rational manner. ;n this quest for rationality, valués educa-
tion is seen to be of a part with the rest of education.

It is assumed that man is a rational animal, and that ways of thinking

bear on action. That an examination of normative reasoning will have an

effect on moral actions is a very difficult hypothesis to test.




e b

2'2.

Objecﬁives

The stated objectivsy of the unit are that students will learn how
prejudice is irrational, and how it can be immoral. It is hoped that
through using the unit, the students will examine their own beliefs and

actions. _—

The material and exercises are clearly aimed at fulfilling the stated
objectives in thc secondary classroom.. The materials are chosen to illus-

% ‘ .ot
trate the points made about the irrationality and itimorality of prejudice, *

and to stimulate the students to evalqatefasbects of prejudice for

"y
themselves. ) -

. .
3 .
.
-

The unit seems to fulfill its objeccives by teaching certain cempetencies,

oy f

which include distinguishing between féctpal and vaxue statebents, determining

&
L Pt

the relevance of factual claims to value éecisions, and test&ng acceptability
’
of alue principles, are a combination of abilities and knowledge. A student

\

learms to bring these competencies to bear OQ value issues. There is an
’ A

-\
emphasis on knowledge of facts, both what thg\facts are and how they relate
“\ )

to specific value issues., The sum of the compéfencies could be called &,
\\ L4

3

mode of thought, in that it is hoped that the gﬁpdents will develop a dispos-—

ition to r..tonally evaluate value issues, through exposure to this unit.
M }
DA |

A
However, what is taught is not so much a particular way of assessing i1ssues

LY
and arguments, but the general tenets of rational@t as they apply to

sl

normative reasoning. Thus the objectives are cong{u t with the rationale.
3

The objectives are generally dggwn from a defihid@on of what it means

)

to be rational in the moral domain. In this regard Qhé;e is a sequence of

objectives drawn from the definition. Students are firat exposed to the

issue and begin to classify factual and value claims. _Tme procedures culmina
. 1 1

LY

in testing the principles arrived at by the student. | \
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3.0.

Descriptive Characteristics

3.1.

Instrumental Content

The curriculum materials focus grimarily on moral value issues,
specifically, on respect for pgréons. :As part of this focus tﬁere is
an exposition of points of view; e.g.§pé§s§§e;ic? prudential, economic,s
moral. Also, some aspectp_gfirgasoﬁinﬁ pregenied aré relevant téﬁnon-

N .
. L P {
.

moral value issues. -

.:;‘
v

o LOC

\,

The reading material ie"

fganiged ié,terms of social issues -

N

prejudice and sterec-typing, i%;ism, anti-éemitism, and immigratibn.

[}

¥ Y

‘The exercises are ordeved in a Honceﬁfual progression, beginning with,
i -

\ s

fact-value distinction and progr%ssing to principle~tésting procedures.

Y

Vo -cgﬁg RN
The written materials which brovigk the ba?is of student infor-
oy \ : .

\ \
mation are drawn from a variety of\sourc@s, including newspapers,

™

\ »
‘magazines, and various books. Altﬂkugh there may be questions about
\
specific word meanings, all written baterié} is suitable for the secondary
ld
school level. The issues themselves Qhould&?e cemprehensible to the
-~ ‘ . \

’ Y \ .
students, as most secondary students have had some -exposure to the exist-

ence of prejudice. !

The student materials focus on the understanding that prejudice is
irrational and can be immoral.

Anti-semitism in Nazi Germany and racism in the U.S. may not person-
ally *ouch Canadian students, but the readings clearly illustrate the
consequences of prejudice in these situations. These readings, as well
as ghose on immigration-related prejudﬁce and prejudice against nag;ve
peoples in Canada show the effects of prejudice on:individuals.

Some of the exercises, especially those involving role taking,
demonstrate on a more personal level the effects of brejuéice. The

exercises in value reasoning provide the knowledpe and ability to discern

reasonable value judgements.

38




Overall Format and Organization

There is a detailed teacher's handbook which provides a comprehensive

[ e e T T I R T R LY

description of objectives and exercises, and suggestions’for supplemental

exercises and materials. All the materials needed for classroom activity
14 .

o SRR ogren Wved
oy

are included in the student handbook. This sFudent book includes studeni
ac;ivity sheets and readings. It is noted that these can be modified.by
the teacher.
Costs
Costs for the unit are as yet unknown. If in-service training is
deemed necegshry this could involve teacher release time®and training session

. 4
costs.

Hime Requirements
1

Thé’uﬁit could be integrated in whole or part into the pre-existing

curriculum, especially in the social studies. The classroom time necessary

-

will va}y according to tne scope and depth of use. To make "complete" use

N

of the unit would require 15-10 class periods.

4.0, :Pupil Activities

- The various activities can be classified as individual exercises, clags

discussion, and class activity. Although the class discussions constitute a

3

largg part of the activity, there are bound to var§ as the content varies.
Similarly, there are several suggested class activities, all different, involving °
role taking and, dilemﬁa di§cussions. Individual activitieq include differentia-
ting fact and value claims, iqentifying points of view, identifying valid from

1Y

non-vaild syllogisms, completing incomplete syllogisms, and testing principles.

4

The unit requires a great dedal of teacher/student interaction as well as

?

interaction among students. Although it is possible that some students will not
" actively participate, thc nature of the material is such that there is little in

the way of information or knowledge to be passively absorbed.
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6.0.

The activities are organized sequentially from simple to conceptually
complex. The last activities involve use of all previously introduced con-
cepts. Use of the materials with Vancouver-area students while constructing
the unit has provided evidence that secondary students are able to handle the

concepts involved.

5.0. Teaching Strategies:

The fullest use of the unit relies heavily on verbal teacher/student
interactior, primarily of a cognitive nature. Several of the exercises involve
eliciting student response, e.g., to what constitutes "good" music, and pointing
out concepts through these responses. The teacher thus must be able to both
encourage student participation, and draw out relevant information from student's
statements.

The “procedure" can vary as much as the individual taachers do. Even where
the class is unresponsive, the teacher can provide sample answers and encourage
s%udent reactioq to them.

»

Diagnostic and Evaluation Needs, Procedures and Data.

6.1. Dignostic.and evaluation needs

¢

The unit does not presume that diagnostic tests are necessary. However,

the first half of the unit consists of student exercises which could be used

o~

for diagnostic purposes. A.V.E.R. has available tests of many of the com-

petencies taught in the unit, including fact/value distinction, use of the

3
fact assembly chart, the practical syllogism, and princfple testing. These

are informal classroom tests which may help to determine student's grasp of
‘ N

these competencies.

6.2. Dianostic and evaluation procedures . »

3

The exercises which could be used appear to be appropriate in assessing
the attainment of tﬂe objectives. These assessments could provide immediate
feedback to the teache: and student. As there are no norm references

analysis of the assessment data will be difficult.

-
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Data: Formative and summative evaluation
The unit has gone through a number of formative stages. It has been |

|

assessed by A.V.E.R. personnel at various stages and has been field tested

in schools around Vancouver. A formal assessment of an original version

of the unit can be found in Report No. 6 A Study in Moral Education in

Surrey, ﬁ.C. University of British Columbia; A.V.E.R., 1975, and in Wifliams,

D., AJV.E.R. in Surrey: An approach to research and development in moral .
education. In Kazepides, A. (Ed.), The Teaching of Values in Canadian N

Education, Canadian Society for the Study of Education 1975 Yearbook. As

the Surrey study involved various treatments and various‘social‘issues, it
is difficuit to comment'specific311y or the Prejudice umit. However, it was

*

found that moral reasoning, as assessed by the Defining Issues Test (Rest, J.

et al. Judging the imﬁortant issues'in moral dilemmas: An objective measure

of development. Developmental Psychology 1974, 10 , 491-501) was improved

and that sutdents could learn fact/value distinctionms.




Making Value Judgments: Decisions for Today. Carl Elder.

Columbus, Ohio: Merrill, 1972.

Analyst: Jane Aumen

1.0. Antecedent Conditions

»

1.1. Pupil characteristics

The tests appear to assume that an open environment conducive to
discussion will be acceptable to students, and that they will function

adequately in this milieu by freely of fering their opinions and respecting

each otner's opinions.
Discussion therefore, should encourage the expression of
individuality. The tea;her should try to maintain a classroom
atmosphere conducive to open discussion and should exércise
care that the class is not unfairly balanced one way or the
other. Each student should have the opportunity to express
his ‘eelings on different topics, as well as the right to
expect that his thoughts will be respected by his fellow
classmates. (Page 1, Manual)
There are also assumed pupil characteristics whereby tpe pupils will

have the ability to:

..... examine each of (these) iméortant issues, study the
alternative actions availsble (to you), conside; the con-
sequences of each choice and then ma?e (your own) value
judgment - the decision which is Fight (to you). (Page 4,
Text).

The materials appear to be written primarily for a U.S. school popu~

lation. For example, the profile of Rosa Parks deals with a black citizen

in Montgomery, Alabama who,




sees at persopal'risk‘tl... acted upon the value of equality
which she had freely chosen and prized.... It was a milestome
in the development of the civil rights movement and eventually
led to the pascage of many laws designed/to protect the rights .
of minority groups in our countr& (Page 3, Text).
Another profile on Daniel Ellsberg accentuates U.S. concerns. There
.nay be differences in regard to the parent family concept that_is presented
through much of the text and the actual reality of a significan% percentage ‘
. E qf the pup?ls who may utilize the materials. The one eXception concerns
a‘former M%ss America whﬁ was a ;hild with a single\parent and who coped
iﬁ% @dequaltély with her 'situation'. The text appears to assume naivete
| €oncerning drugs and drug abuse that may differ from one school population
to another.
.... narcotics (Narkahtiks) are pain-killing and sleep producing
drugs. Heroin, codeine (kohdeen) and morphine (morefeeni are all
strongly addictive drugs. (Page 62, Text).

1.2. Teacher cnaracteristics

There is an assumption that teachers can easily adapt the material

to the specific needs of the students and the subject matter. (Page 1,,
: Manual). It is also assumed that the teacher can manage classroom dis-
cussions in an 'open' manner, and that he/she accepts the values clari-

ficiation philosophy.

1.3. School and community characterists

Several school districts in the U.S. have édopted the value clarifi-
cation approach. This program might also be aided by the fact that topics
such as drugs and pollution are being widely discussed. However, the

values clarification approach may be anathema to certain publics wﬁo.feel.

that the school should not deal with controversial issues, or who believe

that values should be 'inculcated' rather that 'clarified'.




2.0. Rationale and Objectives

2.1. Rationale
The text contains both personal and social concerns.A The program
focuses on the personal s it is designed,
.... to help young people clarify their values and to give them
a better understanding of the decision-making process 8o they
can learn how to make their own personal value judgments.
(Page 1, Text)

t, 4 N
The content, however, focuses upon social problems such as pollution

and prejudice.
The teacher's manual states that,
.... the goal of education is to make young people responsible °

and independent as they choose and discover their values (Page é,

1)
‘

Manual).

The text assumes that the value clarification approach is comparable
with this goal, although certain subject areas (social Studies, Guidance)

would be more amenable to this approach than others (Math).

<

Man is seen as essentially good and human learning is seen as contafh—
ing posS;bilities for growth and psy;hological development through values
clarification. Values and morals are treated as distinct terms but the
clarification procedures are seen as identical.

It is.not the aim of the book to tell teenagers what they

must value or to set moral standards for them to follow.

Students should be encouraged to make their own deciéions,

to be proud of them and to act upon them, thus giving mean-

: ingful direction to their.lives (Page 2, Manual). A
As the central objective is to clarify values there appears to be a

fundamental conflict between 'good' values and ‘ba'' ones. Students may
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. make a value decision but there is no coherent method by which the

'rightness’ or 'goodness' of that decision 1is andlysed or evaluated.

" 2,2, Objectives

‘ . The ability to utilize the valug clarification process is the para-

.
.

, mouwnt objective. This includes knowledge of facts, modes of thought,

< eryen L Ly

. abilities and dispositione. The broad ajm is stated several times but

1
<

more specifig objectives are not stated, although they are implied in

PR W Y
qr -~
-

the teacher suggestions, procedures and content. The objectives arisge )

.

R

4

from the values clarification philosophy and the perceived reeds of the

-

»

AR
.

<L
§

students. "....., it is becoming increasingly 1mportant ot students to

. leamn how to make their own personal value judgments" (Page 1, Manual). ’ ;%

A it pha)

3.0. Descriptive Characteristics

3.1, Instrumental Content

The materials focus primarily on moral” issues; with both personal
and social components. fhe student usually begins study with an issue E
which is reflected upon a personal level. This is ektended to the larger .
social milieu to finally telescope back to the personal decision-making
aspect with the final chaptér being entitled 'What are my goals in 11fe?'
The content is organized in terms of case studies and critical 1ncidents
and 1s geared toqards use at the secondary school leve}. The content is
) congruent with the stated aims of the program, although thereiis an im-

plication in places that some values are ‘better than others.

3.2. Overall Format and Organization

The program contains a teacher manual and a student text. The manual

describes the objectives, content, teacher/student activities and'evalua—
tion procednreé quite clearly. All basic student materials are provided
and other nesource'naterials are suggested.

3.3. Cost

The student text costs $5.20 and the manual costs $2.25 (1976 prices).
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4.0.

5.0.

6.0.

-

3.4, Time Re;luirements

The text contains 14 chapters. However, it is not intended that the

program be used as a values education 'course'. Rather, after using the

-

“What do I value?", and, "How do I make decisions?",

3

first two chapters on,
topics could be covered in' a variety of subject areas.
The author has purposefully not‘designed‘the book for a specific
course since it could -be used in part or wholé for coursés in _ .
decision-making, values, ethics, social studies, health, civics
ceeee Eacﬁ teacher can easily adapt the material to the specific
needs of his students and to his own subject matter. (Page 1, Manual)

Pupil Activities

"

The pupil activities are varied, with the role of the pupil being active
L )

in most cases. Activities are sequengially organized, being related to the
complexity of the issue under examination. Activities include reading, listening,
interviewing, inquiring, role-playing} discusi}ng, wetching movies and filmstrips

and carrying out various value clarification procédures.

Teaching Strategies

The two primary teaching patterns are lecture and discussion. Others in-

clude those mentioned under pupil activites above. Interaction appears to be
tetween teacher and group with verbal cognitive communication being the major

pattern. The strategies can be modified to suit the students.

Diagnosis and Evaluation Needs, Procedures and Data

6.1. Diagnostic and Evaluation Needs .

The author purposefully refrains from traditional test questions. He
feels that any teacher who needs to diagnose/evaluate students can devise"
his/her own instruments.

6.2. Diagnostic and Evaluation Procedures

There is a values attitude iesponse questionnaire which asks students

-
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to affirm or deny that .they 'think most laws are unnecessary; need someone
. ) o
to love them, are happy most of the time' and so on. Rokeach's value

survey is also included. This instrument asks students to rank end goals

o . (wealth, comfort, peace, etc.) and instrumental goals (honesty, loving,

-
[}

E evc.). How one is to judge whether 1) any changes noted between pre and
post test measures, Or 2) merely post test responses on their own, are

.

beneficial is not noted. The Manual states:

The teachet can compare the two questionnaires and then measure
. 4
the effectiveness of his instruction:by examining whether the
8 '
students have changed their responses and to what extent.

’

Ve SO e

(Manual, Page 8).

As the intent of the program is to clarify values and ‘make decisions,

the instruments can at times be said to elicit 'clarified" responses.
)

However, the reasonableness of these responses cannot, be assessed. There-
fore, adgessment is not meant to be related to any norm.

6.3. Data: Formdfive and Summative Evaluation

Evaluation data is fugitive. The author informed the analyst* that
the program is being used with “good success" in "some seven states' and

“"several large cities". .

* personal letter from Carl Elder, June 28th, 1976.

Py .
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Developing Understanding of Self and Others (DUSO). Dinkmeyer, Circle Pines, 1

Minnesota: American Guidance Service, 1970, 1973.
‘o

Analyst:’ Conrad Hadland

Antecedent Conditions .

1.1. Pupil characteristics

DUSE 1is designed for upper primary and Grade 4_1evels, ages 7 through
10. 1Its materials are oriented to pupils with middle—élass backgrounds
but it can easily be modified to suit pupils from other backgrounds. \Pupils
who have used DUSO D-1 kit materials or similag materials would find it easy
to get involved in DUSO D-2 activities, as they would haYe had practice in
small group discussion, role-playing, and puppet-acting. However, students
with a poor self-concept wou;d require a graduai initiation into partici-

pation in DUSO activities.: .

1.2. Teacher characteristics"

v
DUSO claims that the program can be presented eﬁé;ctively by teachers

without special training (vii)*. Yet DUSO expects the teacher to be skilled
in both verbal aﬁd nonverbal communication so that he can create an atmos-
phere characterized by (xvi):
1. mutual respect and trust between teacher and child;
2. mutual‘hlignment of purpose by teache& and children;
3. a feeling on the part of pupils that they belong to the group;
4. psychological safety, so that chiidren can explore their needs,
hqpes, and wishes;
5. freedom to express ideas, which, if not expressed and clarified,
can hamper the learning process;
6. an emphasis on self-evaluation in contrast to evaluation by others;

t
7. recognition, acceptance, and appreciaticn of individual differences;

i
H

*Bracketed roman numerals refer to pages in the DUSO manual.
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an emphasis on growth from dependerce to responsible 'independence;

R
[o ]
-

9. situations in which limits are most often a result of natural and

: logical consequences, rather than a reflection of arbitary or

T ’ ¢ S ;‘?&,\ ’
¢ . -- personal needs of the teacher. . §

¥ . - . ,

In particular, the program would be unsuitable for authoritarian, totai-

i control oriented teachers. Teachers using DUSO materials would have to be

-

25 comfortable with small group discussion and role-playing, both directly
and through the use of puppets. Many of the eXercises are open-ended, with

the children, at least in theory, making ultimate valite choices rather than

f 2

the teacher. This would be unacceptable for the teacher who sees his task

as to impose his own or society's values on his students. In short, in arder

e to use DUSO most effectively, a special breed of teacher is required.

3‘,q 1.3. School and community characteristics - s

In some school districts DUSO might be interpreted as a form of

sensitivity training. Or it might be regarded as too open~ended in its
# _ .
teaching of values. Some educators might regard social and emotional

development as best left to parents and the church. While most of the
values promoted by DUSO would be acceptablie t; parents, some might prefer
sucﬁ acceptance to be at a conditioned or inculative level rather than at
a conscicus reflective level. Urban "sophisticates" might regard DUSO as
routine while rural or suburban 'primitives' might feel very threatened by

its even raising questions such as why go to school.

2.0. Rationale and Objectivé?
2.1. Rationale #
2.1.1. DUSO is—a*pfogram of activities and matevials designed to help
children better understand social and emotional behaviour. Thus
it is both pe;sonal and social. It is conservative in that tradi-

v tional values permeate the program, yet these are dealt with in
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X 2.1.2.

¥ - b

e M

Open-endéd ways so that reconstructive concepts might eventually

emerge.
DUSO "emphasizes that developing an ynderstanding of self and '
others is centralhto the edncational process" (xi) since learning
never occurs in a cognitive context alone but includes feelings
as well as thinking. Education must include (xii) "understanding
of feelings and motives, values and purposes.”
DUSO appears to be more of a training in social skills and com~
munication than a course in moral education. Both are necessary
but one is not a substitute for the other. Hall and Davis (1975:
124-5) put the matter succinctly when they say: 7

"Moral educatigp may have to be co-ordinated w a

a program of education in human relations. Much

of wﬁét is necessar§ in this area is-already obviously,

the focus offattention of education in the communications

arts. The relationship between the moral educator's

concern for decision-making and the conmunications

teacher's concern for expression is reciprocal. The

ability £o exvress one's feelings and emotions accurately

and effectively requires t“c cliarification of one's point

of view, which often includes *e's moral perspective.

Thought and expresgfg; exist in a reciprocal relation-

ship; the more a person tries to express his thoughts

and feelings, the more he actually develops and becomes

aware of his own perspective."

Thus DUSO is a useful component of moral education.




L
a
\\\

k-]

A positive self concept is crucial to man's well-beihg. One's
: \
behaviour depends on one's self-concept. "By satisfying identity

needs and increasing self-esteem, the child is better able é?
become involved in the learning process" (xii). Thus DU‘O'S\\
\

main focusg is on affective and social development. The aim

i

\
of education is to develop the whole child, which will involve

intellectual, social, emotional, and physical goals.

2.1.4.

DUSO assumes a lack which it is prepared to. fill. "Children

in the schools often experience an almost signular focus on
intellectual development...... Educational programs have often
functioned as if social and emotional development do not require
guided educational experiences." (x) DUSO proposes to correct
this imbalance.

2.2. ngéctives (see x11i - xv of manual)

2.2.1.

Objectives in the affective domain such as feelings and motives,
values and purposes are emphasized. "The social and emotional
development of the child should not be considered incidental to

his education.' (xi)

(%]
[£%
>

Ceneral objectives are stated in broad, general terms while
unit themes use more specific térms. Expected outcomes are
defined but no criteria for success 1is provided.
2.2.3.
a. Knowledge of facts, concepts, generalizations and principles

is not emphasized. Knowledge of social expectations 1is.
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2.

"o

4.

Dispositions such as attitudes, sensitivities, and co;mit—
ments to one's self and others are emphasized.

Social and behavioural but not academic abilities are
empﬁasized.

Traits such as justice, kindness, tolerance, helpfulness,
and a respect for human rights are emphasized. -
Modes of thought which might include diépositions and

abilities to apply reason to the assessment of moral

arguments, judgments, and actions, is not emphasized.

The objectives are fairly comprehensive, but limited to the

emotional domain.

First one develops an understanding of oneself, the interpersonal

relationships, and then social relationships, but no theory of

development like that postulated by Piaget or Kolhberg is proposed.

[
(2%

.5.1.

1. objectives are drawn from social learning, communi-

cation, and 'humanistic' psychological theory. .

The objectives are drawn from perceived societal needs.

¥

"Educational programs have often functioned as if social

and emotional development do not require guided education-

al experiences. There is a great descrepancy between what

we say are the objectives of education and what =hildren

.

accuallyroxperienrv." (x). DUSO presumes to €ill in this

gap. ''Because adult probiems nearly always involve faulty

human relationships, it is clear that the education of

children should provide involvement with social concerns."

(x1). 52
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2.2.6.

2.2.5.3
The objectives are not related to the demands of a suﬁject
area.

»

2.2.5.4.
-+

The objectives are related to the perceived needs of the

student. "DUSO recognizes that the challenges of life

require ;no:e than basic cognitive skills, that problem-
solving in childhood and adulthood also required umder-
standing of feelings and motives, values and purposes.
It is possible to master academics while failing to
understand or cope with human relationsHips. Social ‘ -
deficits interfere with §atisfactory human relationghips

and can reduce a youngster's functional ability in_

academic areas" (x).

The objectives are congruent with the rationale.

Descriptive Characteristics

3.1

Instrumental content .

3.1.1.

3.1.2.

The materials focus on non-moral value issues. The assumption
seems to be that if children understand themselves and others
-

and can communicate effectively, moral behaviour will result.

The content is primarily organized in terms of personal and -

interpersonal issues. Critical incidents are also included.

23
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The ‘content deals with a wide variety of problem situations

that children get into,starting with the personal, thgp inter-
S
personal, and finally social issues. ¢

The program has eight wnits. Each unit consists of four or
five cycles. There are 33 cycles in all. Each cycle has:
a. A story to be followed by discussi%n.

b. A problem situation to be followed by discussion.

¢. A poster which is related to the story.

d. A role playing activity.

e.® A puppet activity.

f. A discussion pictu-e,

A career awareness.activity.

h. Supplementary activities to be used as desired.

i. Recommended supplementafy-xeading (books relevant to the cycle

theme to be read to the children or read independently by

“
+

individual children). <

Thus the program has adequate variety.

DUSO is primarily for use at the upper-primary and grade 4 levels,

ages 7 through 10.‘

The issues and materials are congrdent to the program objectives
and rationalde.

format and organization

The program has a specific guide with detailed objectives,

content, and activities but no evaluation techniques are provided.

o4~ \ .




ThHe guide is very complete in describing such program components

as objectives, content, and activities but there is no provision

. for evaluation. .

3.2.3.

/ All the basic materials are provided for the teacher.

Non-basjc materials would be readily available to most teachers.

3.3. Costs A

The entire kit is priced at $98. i; the United States. (1976 price)
J fhe teacher will need the use of a cassette recorded for playing
songs and stories.
3.3.2.
¢ DUSO claims that "the program can be presented effectively by

teachers without special training." (vii). \

3.4, Time requirements

3.4.1.

"+ The DUSO programvcontains more than enough materials for an
entire school year. The prograa consists of 33 cycles each of
which contains more than enough materials for one week's
presentation.

3.4.2.
Timing is left to the teacher, but 15-30 minutes per day might
. prove appropriate.

4.0. Pupil Activities

4. 1.
The day-to-day activities have substantial variety. They include discussion,

role-playing and puppet activities using a wide range of topics and materials.
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4.2.

" 4.3,

4.4,

4.5.

5.0. Teaching Strat~gies

available to 1lead the class.

The program is based’%; a high level of interaction between participants

and content. The pupil has a highly active role.

The activities are very appropriate to the programs objectives.

i .

The themes are sequentially organized in that the focus gradually shifts

”

from the personal to the interpersonal, and then to the social. While

sequential, the order of activities. is not directly related ;L any teaching
strategy or procedure. The instructions suggest repeating some of the

material and selecting only sections that meet the perceived needs of the
students. In effect one could start in the middle of the program instead

of at the beginning and still expect the activities to werk. .

-

In each cycle, the activities range from simple to complex.JaThe teaéﬁe?ﬂmﬁ%
begkns by reading a’'story, (or playing a pre-recorded storyj. Before
the cycle is over students have been actively engaged in various role-
The level of complexity is appropriate

plaving and discussion activities.

to the grade/age level of the pupils as long as a skilled teacher is

5.1.

The teaching strategies and procedures proposed by DUSO are
a. group discussions

bh. ‘stories (to provide a basis for general discussion)

c. cong.

d. preblem iitnaonns (more specific than the stories)

e. role-playing .ctivities

f. puppet activities

(3
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5.2.

5.3.

5.4.

5.5.

- .

g. discussion pictures
b

h. career awareness activities -

The strategies are very appropriate for the realization of program objectives.

s - ~
The strategy and procedure requires a high degree of pupil-teacher

4

interaction. The interaction is a combination of teacher-group,

teacher-indivisual, and pupil-pupil.

The interaciion is verbal, non-verbal, psychomotor and affective.

&

R

Much ¢f the strategy and proceéure would be appropriate for students ‘\

in both lower and higher grades. The objectives and ianstrumental

content could also be used for students b~low and ‘above ages 7 to 10.

6.0. Djagnosis and Evaluatiop Needs, Procedures and Data.

6.1.

6. 3.

O

ERIC

Aruitoxt provided by Eic:
.

Diagnostic and evaluation needs

-

DUSO Coes not require or ptovide anything for the gathering of diagnostic/

’
cvaluation data. - . - .

.

Diagnostic/evaluation procedures

.

"
DUSO specifically refrains from attempti$§ to assess student attainment.

EY
"The unit activities are to be pursued in a nonthreatTﬁing (non-evaluative)

- - 3 - ) L4
atmosphere, su that open and honest communication is encouraged (xvi)". .

Data: formative and summative evaluation

>

6.3.1.,

A list of rescvarch studies, articles and reviews about DUSO is

avatlakhle from the publisher. (Supecka (1976:100-1) states that:

&




.

"One study used a’randomized post-test only' design to

determine how effective DUSO was in achieving gpal‘h_

| as helping students to understand feélings, othéﬁé, self,

t - s

) choices, and consequences. Altkough the experimental .
- classroom means on these dimensions wexe slightly higher

. than those of the control classrooms, these differences

' were‘not staiistically sigﬁiffEEﬁEf“
6.3.2.
- The program was field tésted over a period of three years with
. 4 " students from a wide variety of backgroundé. Superka states that
the field test results, as wall as forms us;d to gather uszr

- ) feedback results, are available.

v

- 6.3.3. . ' L
Formative evaluation was carried out in 1971 and 1972. In all,
the DUSO program was field tested in 175 classrooms involving

over 5,100 children.
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\ ) ’ .
LIFELINE P. McPhail et al Miles, Illinois:
Argus Communications, 1975.

Analyst: R..Bone

Antecedent Conditions

The main concern of the Lifeline progfam {s to reduce the growing toll of
mental ill-health caused by interpersonal difficulties, often over expectations
we have of ourselves and others. The authors of the program belieye that an
individyal's considerate style of life is productive of happiness and\health
for that individual beéause it earns acceptance and supporting feedback because
it reduces stress. ié.is, therefore, a rewarding way to live. This being so,
according to the authors, the principle adult responsibility is to help boys
and girls to live well - to 1ive.we11 in the sense that they leam to choose
wisely and to care for others. fhe authors of Lifeline believe this as a result
of a four year study of secondary school pﬁpils' needs., They say, ''We are con-
vinced that the fundamental human need is to get on with others, to love and

be loved, and that it is a prime responsibiliqyﬁof organized education to help

meet this need." (McPhail, P. et al. Moral Education in the Secondary School.
London: Longman, 1972.p.3)

1.1. Pupil characteristics

This program is designed for adolescents, Grade 7 to senior high. The
program assumes that every studen; has some consideration for others which
can be enlarged upon by developing the student's empathy. The program is
very flexible and 1is appropriate for a wide rangeﬂof student aSilities.
The authors claim that Lifeline is still useful even if 'students cannog
read or write. Howevér, the program shou}d uoL be used witb disturbed
students because of the uncontrollable hostilit; that might be engendered

.0

in role-playing.
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1.2/

1.3.

Teacher characteristics

The teacher by his attitude, his communication with the students
and his treatment of them has a social and moral influence on them. The
teacheﬁ is to act as a ledder and a guide in the role-playing activities.

He should create an atmosphere in the classroom which is conducive to

N

mutual ekchange and expleoration - a ﬁ{ice whare the students feel comfort-

N v

able, whe}e they can explore dif ferent Eypes of behkaviour, express strong

feelings and still feel safe. To increase the effectiveness of the role L

3

playing situation, the teacher needs to know the social structure of the E N
group, its individual needs* and the dynamics of social interaction. The

teacher should have a pasitive personal commitment to practice the type of
behaviour he recommends since this will encourage the students to adopt é

considerate style of living.

School and communit& characteristics

' The 5chool has to function along democratic lines if Lifeline 1is to
have any success. This means that the students have to hébe some input
into the running of the school. The students and the staff have to be
aware of each other's needs. They will have to be open with one another,
trdst one another, ;nd to have frequent opportunities for dialogue. The
schools must be concerned about the morality of communication and encourage
the practice of democracy.

"roviding there is some support for the democratic ideals in the

¥y

comuiit, *hen schools could encourage the practice of democracy to some
degree. Bwut if the teachers and/or the community have an authoritarian

outlook then the Lifeline rrogram and attitude would wither from lack of

support and reinforcement.

Rationale and Objectives

2.1,

Rationale ,

Adults, parents and teachers, have a responsibilfty to helping children

adopt a more considerate style of 1life -~ to eonsider the feelings, needs




2.2.

. and interests of others. Through this, children will be able to live

healthy and rewarding lives benefitting both themselves and others. The

first goal of education is to meet the personal needs of students then

to teach them how to get along with others.

The key to an effective moral education program is to understand the

motivation behind treatment of others and to understand the morality of

"communication. How we treat others is far more’ eloquent than any state—

_ ment we make about morality. Since morality is "caught not taught" it is*

.

vital to create a learning climate which is supportive of moral behaviour.
Moral.education is cSncerned with the whole person, therefore, it is .
necessary for pupils to involve their feelings in their onk. Since ad-
olescence is a time of experimentation, fole playing is an effective .way
to begin teaching moral education because it is truer than discussion but
less destructive than real life and it is open to two corrective forces
of debate and the pragmatic tests of 'what works'.

o .

All students have the ability to consider others and therefore reduce
stress caused b‘pinterpersonal problems Lifeline is designed to lead the
student toward this end.

Objectives

The major objectives of the program are to give students a firm
emotional and rational base, to encourage them to develop a sense of com-
pagssion, to have them develop beliefs and values which they will act upon

and to develop an independence of mind. Other objectives are to be able

to recognize verbal and nbn-verbal cues from others; to calculate and

s

predict the consequences of actions; to acquire scientific knowledge
relevant to the understanding of consequences; to realize that in conflict
situations, not every conclusion or solution is as good as any other; and

to practice all forms of creative expression.
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3.0.

8

Descriptive Characteristics

3.1, Instrumental content
The Lifeline program which should be incorporated into the existing
curriculum informally, has four themes. Thgse them3s are presented in a
variety of situations. The situations are printed on cards or in booklets
and focus on individual and societal concerns, values and morals.
The plan of the materials themselves is to progress from simple

towards complex situations. The three phases (packages of materials)

yare as follows:

a) "In Other People's Shoes" The situations are dyadic, inter-
personal sjituations set in familiar surroundings of home,
school or neighbourhood.

b) yProving the Role?' The settings are similar to those of the
above bgt tﬂe situations are concerned with personal;and social
identity re}ationships within groups, and conflicts between
different groups of people.

c) "What Would You Have Done?' The situations are more complex
and set out at greater length than the situations in 'Proving
thé Rule?'. , .

The basic approach, with a number of variations, is that the student
state what he/she would do in a particular situation; state how he/she
thinks the other person would feel then be invited to make a final state-

' ment about what he/she would do.

The ¢ mtent is situational, being based on an analyses of surﬁey

work with adolescepts. The situations are therefore, deemed of concern to

students and otudents are expected to relate to these on a personal level.

It is not intended that all the situations should be worked through or




3.2.

3.3.

3.4,

used continuously until they ‘re exhausted. Pupil choice is essential.

Since the curriculum material alone can be ineffective without institut-

ional support, the school has to pracéice some democracy in its cperation

and encourage and support moral behaviour.

Overall format and organization

consists of a variety of different materials -

The Lifeline program

the parts of which may be used separately - but each part contributes

All the basic materials are pro-
L4
¢ and books that are appropri-

to a coherent and consistent patterm.

vided with additional suggested movies, musi

ate. Each of the three parts of Lifeline have a pgeneral guide which

offers suggestions as to objectives, content activities and evaluation.

The teaching of moral education should be informally integrated iato

existing teaching:situations and life of the school: English, Social

Studies, Health and Ggidance, general Science, and Humanities.

Costs
ion in

The three packages of materials/plus two books Moral Educat

ary Schools and Democracy in the School cost approximately $73.00

Second

(1976).

Time Requirements

The authors suggest a 40 minute period per week for five years. But

it is up to the teacher and the school to decide how much time to spend

on Lifeline. There are enough materials and ideas for a four or five

year program.

4.0. Pupil Activites

the cognitive domain of

The strategies and situations presente

They encourage openess in

The day to day activities engage the affective domain an

the students in a wide variety of actual situations.

communication through role-playing, dram

LY (54

d to a lesser extent

d are appropriate to the program's objective

2 and discussi




5‘0‘

6.0.

The activities are sequential but the program does allow for flexibility and

student interest in the choice of situations and strategies.

Teaching Strategies

Lifeline believes that moral education will benefit froﬁ a variety of
teaching strategies. - Some suggested approaches are: role-playing, drama, mipme,
creative writing, group discussion, art, draw}ng and paintimg. They require
emgtional involvemeng on the part of the students. The type of approach used
though, should be directed to the needs, interests, and abilities of the students.
The teacher should act as a guide in the pupil-to-pupil interactiqy that occurs,
and also estatlish a classroom climate that will stimulate and be cogdusive to
such pupil interactions.

Diagnosis and Evaluation Needs, Prodecures and Data

The teacher is expected to categorize student responses oOn the basis of the
Response Classification table as presented below.

Response Classification: g

1. Passive
2. Passive-emotional
3. Dependent-adult
4. Dependent-peer
5. Aggressive
6. Very aggressive
" 7. Avoidance
8. Experimental-crude s
9. E.perimental—sophisticated
10. Mature-conventional
11. Mature-imaginative
The 'poisible courses of action' are not primarily intended to enable the
reacher to decide on the stage of social development whikh the members of a class
have reached, indi@idually or collectively. However, they are based on a class-

ification derived from soctial survey work by the project which showed a highly

significant tendancy for children to move from dependence on adults at around
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eleven years of age to experimental behaviour which reached a peak for girls
at about fourteen and boys at about fifteen, and_on to 'mature' behaviour, in
]

the sense that it conforms to adult rorms, by the time they are seventeen.

The objectives of the evaluation procedures suggested were that:

the teacher will be able to identify a numbef of possible outcomes in

a given situation g ;

the teacher will be able to recognize the adolescent's difficulties
g0 as to be in a better position to assisﬁ him/her.

The teacher will acquire a list of responses which he/she

can use as further subjects for discussion, role-play, etc.,

in a form where the courses of action suggested have been limited
The teacher will be able to teach the students how to evaluate
people's responses in moral terms through improved understanding

of their own responses. .

Mature~imagifative and experiment al-sophisicated responses are generally
morally good because they take other people's needs, feelings and interests
into consideration, whureas conversly aggressive responses are bad because
they imply that others are to be hullied or manipulated, and are to be treated
without consideration for their needs, feelings and interests.

Having students engage in discussion of moral issues with other students
will probably be beneficial even when no attempt is made to assess the specific
developmental levels of the class members (values are implicit in all communi-
cations).

Four 'abilities' are open to assessment:

1. RECEPTION ABILITY, meaning the ability to be, and remain, 'switched on'

to the right wavelength, to listen, to look, to receive messages sent

out by others.




2. INTERPRETATIVE ABILITY, meaning the ability to interpret aécurately

the message which another person is sending, what he realiy means, \

(2 .

¢

: o -
;e 3. RESPONSE ABILITY, meaning the ability to decide on and/ adopt approp-

<

what he really wants.

riate reactions - to meet another's need. It involves decision making,
¢ g

evaluation, the use of reason as well as psychological knowhow.

~

4. MESSAGE ABILITY, meaning the ability to translate appropriate reactions

into clearly transmitted unambivalent messages.

3

6.1. Formative and summative evaluation N

; Lifeline was developed by the British Schools Council Project as a
result of five years of research and testing. It was field tested befove
publication and the results are available. The materials have also been
tested in the U.S. and have beenlrevised for the U.S. market. i

The Lifeline program was developed by first doing three separaté surveys.

During the course of the three surveys over 1500 British school students

were interviewed. The students came from a wide variety of schools. The

information provided by the surveys as Lo the students' needs, interests

and feelings was used as the basis of the program. The program was developed

and then further tested on over 20,000 students. The authors of Lifeline,

.

McPhail, et al. claim that the program wotks.
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First Things - Values. Consultants - 1 Konlberg

and R. Selman. New York: Guidance Associations, 1972.

’ ~

Analyst: Tan Wright

\ - -

1.0. Antecedent Conditions >

h}

1.1.

1.2.

1.3.

Pupil characteristics .

Pupils are assumed to be moral philosphers, capable of giving reasons
for their moral decisions. They are assumed to reason in the first three
stages of Kohlberg's schema and be willing to participate in discussions

involving moral dilemmas. Whether ‘these characteristics’would be found

" in all primary classrooms i3 questionable.

Teacher characteristics

Teachers must have some awareness of the cognlitive-developmental
theory. In fact, to be able to effectively manage discussions and give
reasons that are at a stage higher to a particular student's response,
it would be necessary to understand very well the stages of reasoning.
Teachers are supposed to be capable of managing classroom discussions in
a non-judgmental ways by encouraging students to give their best reasons
for a solution to a dilemma. They should be able to preserve & moral
conflict, keep arguments balanced and modify a dilemma Shsn necessary.

School and community characteristics

This program may be troublesome to those who believe that there are
definite right and wrong answers to the solution of moral problems. As
it is possible for stuvdents t» reason that, for example, stealing in a
particular situation would be right, this could pose problems from school
or community publics. Also, those publics which believe that moral issues
are not witnin the domain of public education, would also be opposed to

“his program. Support weuld come, however, from those who believe that’

moral education is part of the curgiculum and who believe that moral reastn-

ing should be encouraged. 68 .
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2.0. Rationale and Objectives

I

;2. 1.

Rationale

%o Kohlberg, morality is é central category for defining social
relationships. Moral judgments are judgments about the good, right and
ought and these judgments are universalizable and prescriptive.. Kchlberg
views 'true' morality as being based on the principle of justice, not on
a 'bag of v{rthes' (honesty, truth telling, etc.). Justice is not a rule -
or set of ruleé, it is a universal principle which we want all people to
adopt in all situations - }t‘is 5eciprocity and equality of human rights
and respect for the dignity of human beings. 'True' morality is thus
defined in éefms of a stage six univeral principle oriéntatioh, but, as
justice appedrs in all lower stages {see below), Kohlberg argues that
justice is the key moral principal. ) .

There is no moral situation that does not involve

considerations of people's happiness or welfare -
\‘\
and considerationsNof equal treatmert between people.

(Kohlberg, L. Stages of moral development as a basis

for moral education. In C. Beck ct al. Moral Educa-

tion: Interdisciplinary Approaches. New York:

Newman, 1971, p. 59)
Kohlberg takes his stance rirmly in cognitive developmental theory.- Through
interviewins people at various age levels on moral dilemmas, and then
analysing their responses he arrived at a six stage model of moral develop-
fhent. These stages, he regards, as being sequential and hierar:hial - in
other words one cannot skip stages or regress, and the highér stage 1is
"better' than the lower one(s). Development occurs not because of innate

patterns, or because of environmental influence. Development occurs

through an interaction cf these two and is to an extent, age related.

, 6 9 //‘




The cbre of development is cognitive change in which the rules for pro-

cessing information about.the self and the world become more autonomous

v
-
T

and equilibrated.
\ The aims of education are therefore to stimulate this natural develop-
ment through personal involvegent - to enégurage the student to take the'
next step in a direction towards which he is already tending. Moral
education is seen as central to education as educatien involves social
. relationships and the develoément_of the full.potential (in cognitive-

| development terms) -of the person. Man is seen as having the potential

to realize this goal.

»

2.2, Objectives T\\

The majbr objective of the program is to encourage upward movement in
moral reasoning. It is, therefore, a 'mode of thought’ objective. Thie
objecti;e is stated in broad terms and is drawn from the'cognitive-develop—

’ mentél theory. Other objectives include group discussion, role playing
and debating abilities. The aims 2f the materials are to raise issues
about what is 'rigﬂt'; té encourage students to seek their own solutions;
to promote con}lict; and to offer reasoning at a higher stage than that
expected of.a primary grade student.

s

3.0. Describtive Characteristics

3.1. Instrumental content

-The materials (which are in audio/fifﬁ strip forn) focus upon moral =
issues which are deemed relevant to primary school children. These issues
include truth telling, rules, promises, stealing and fairmess. The dilemmas
which embody these issues are varied and would appear suitable for the age
level for which thev are designed. As reasons for various solutions to

each issue are contained in the filmstrips they can be said to fulfil the

stated objective of exposing students to Nigher stage reasoning.
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3.2.

3.3,

3. 4.

4.0. Pupil Activities

Overall format and organization ",

LS

A guide is included with each filmstrip set. This explains the
teacher's role and gives suggestions for implementation. The introductory

materials - A Strategy for Teaching Values expléina the theory behind the

program, gives guidelines to teachers and students and gives teacher °
suggestiens. All basic materials are provided, but once the theory and
teaching/learning activities are understood, 'any moral dilemma would be
guitable f;r di;cussion - one would not need the publisﬁed filmstrip
dilemmas.

Costs

Fach of the six kits costs approximately $22.00 (1976 prices). Al-
though the intvoductory kit explains the theory and procedures, to use, in-
service education might be necessary and this could add to the cost of

implementation.

Time requirements

4 3

Although'the materials could be used as part of a separate "values'
course. the rationale for the program would imply t.at values education
should play a vital part in the total school curriculum. If each film-
strip was used separately it would appear that 45 minutes of class time
would be necessary for the exposure to the dilemma, group discussion and

class synthesis.
¢ R}

»

Students are first introduced to the dilemma, they then watch the filmstrip

dilemma, discuss solutions in a class or small group discussion setting and

finally arrive at their solution based on their best reason. Other activities

.- could involve roie-playing or debating the issue. Pupils are therefore actively

engaged. The activities are appropriate to the program and would generally be

suitable for most primary grade children.

71
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Teaching Strategies ‘ R ]

The general interaction pattern is student to student with the teacher pro-
vising'1n1t1a1 input and providing input to keep students 'on tra;i', to suggest
reasons not forthcoming from the students, and to modify the dilemma of necessary.
Interaction is verbal. The strategy can be modified, to an extent, f:-SUit the
age/grade level.

Diagnosi®y and Evaluation Needs, Procedures and Data

6.1. Diagnostic and evaluation ngeds

%he materials assume that a teacher can identify the dominant pode of
reasoning used by any particular stedent. However, little help is given
in order for the teacher to do this. Examples of stage reasoning for o;e
dilemma are given and the characteristcs of each stage are briefly stated.
However, in qfder to reliably -and -validly identify. a modalmstagg_ﬂnd‘then
to ascertain if the program had fulfilled its objective of encouraging

higher stage reasoning, would take more than the teacher guide can fulfill,

6.2. Diagncstic/evaluation procedures

N
The teacher is encouraged to record a student's 'best' reason for the

solution to a particular dilemma and to check how often (anﬁ whether this

is high, moderate or low) the child spontanioésly expresses his opnion,

participates without prompting from the teacher, gives reasons, and debates
. s

reasons with another student. No other evaluation procedures are suggested.

However, as moral development is, to an exteat, age related, one might be

able to assess, in broad terms, whether 2 given student is much lower or

much higher than the 'norm'. This, though, may take specialized training

and the use of the complete Kohlberg trest' of moral reasoning. As a teache

is not wupposed to tell a student that he/she is stage X (there is no

feedback to the student) stage typing is more of a diagnostic assessmernt

which would help the teacher stimulate reasoning to the higher stage.
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6.3. Data: Formative and summative evaluation

.

T The program was field-tested prior to publication and after. Teacher -

feedback was gbliéiEéd“by“thexutglgigl Curriculur Inquiry Centre and

evaluations were positive. Formal research studies‘ﬁavé'used~themp§9§ram

T —

and it has generally been shown that the materials can stimulate the
development of moral reasoning. Lieberman and Selman (An evaluation of a
cognitive-developmental values curri~ulum for primary grade children. Paper
presented at the annual meeting of the American Educational Research -
Association, Chicago, 1974) found that both experimental Grade II groups,
one teacher led, the other 'expert' led, moved sggnificantly more (scored

‘ higher on the post-fest) over an October to May périod than did a control

group. As the teacher led group produced the greatest gains the authors

point out that "it is impossible to sort cut 'teacher effects' from
mp

IR o

"intervention techniques'". Wright (Moral Reasoaing and Conduct of Child-

ren -xUnpublished Ph.D. dissertaion, The University of Alberta, 1975)

found with a group of 'delinquents' and non-delin;uents' in Grades V and
VI, that "non-delinquents' scored more highly (although this was not
statistically significant) on the follow—ﬁp test than on the pre-test, than
did 'delinquents', even though botﬁ groups were simultaneously exposged to

the First Things - Values filmstrip dilemmas. Other research studies

which have used dilemma discussions (Turiel, 1966,1 -~ Blatt, 19752) have
found that exposure to higher stage reasoning has led to gains in moral
reasoning scores. N

1. Turiel, E. An experimental test of the sequentiality of developmental

stages in the child's moral judgments. Journal of Personality and Social

Psychology, 1966, 3, 611-618.
2. Blatt, M., & Kohlberg, L. The effects of classroom moral discussion upon

children's level of moral judgment. ‘The Journal of Moral Education, 1975,

Q 4, 129-161.
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| Public Issues Series " D. Oliver and F. Newmann Columbis, Ohio: Xerox

! Education, 1967 - 74,

Analysis of Public Issues Program J. Shaver and A. Larkins, Boston, Mass.

i Analyst: G. Galloway.

/
ﬂB. Antecedent Conditions ] . i

T ——

-1
I The Curriculum designers assume that students are not relativistic but that

they value rationaiity, as a prihéible‘for~solv;gguvalue issues.. They also

assume that students hold the values of the American creed with tﬁe ultimate value

being the belief in human dignity. Public controversy is seen primarily as a con-
' flict hétween values ingrained in this creed (belief in human dignity and pluralistic
belief in thé priorities of values in the creed). .

1.1. Pupil characteristics

-~

Students are asked to generate moral principles and resolve moral
cenflicts at an abstract level of rea;oning. It wouid appear that, in sa
Piagetian terms, formal operational thinking would be required, and in
'Kohlbergian' terms principled pqrality would be a precondition. Whether
these characteristics would be found among secondary students for whom
this program is intended, is problematic. Pupils are expected to be inter-
ested in solving value issues and in using rational discourse as a procedure.

L

1.2. Teacher characteristics

The programs would require teachers who are open tp the exploration

of ideas and the examination of ‘controversial' issues. Teachers must be .
prepared to use either the Socratic analytic and/or the recitation analytic
teaching style. ..ccording to Oliver and Newmann three different teaching
postures can be uéed - 1. neutral objective disinterested moderator who
tries to create civilized all-involving discussion; 2. Socratic devil's
advocate with a firm personal stand trying to'point our inconsistencies

and complexities in rational discourse; 3. committed advocate trying to
convince students to adopt a particular stand. This latter posture would

« presume that teachers accepted the values of the .American creed and reasoned

7 4 )
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, one's ethical responsibility”. (Oliver, D. and Newman F. Clarifying

.he/she sees fit. Although exercises and activities are included in the

in principled moral terms. Teachers are warned that neutrality brings J
with it a hidden curriculum in which relativism can prevail and objec-

-~

tivity can be lost. Not to take a stand is 'therefore a failure to meet

Public Confroversy Boston: Little Brown and Co., 1970, p. 295)

As the materials are not 'teachey proof', the teacher must adapt them as

program the formulation and implementation of the overall approach is left

to the teacher.

Community characteristics

As 'controversial' issues are discussed and acted upon the community
would nead to be open to traditionally closed areas, even though these

areas are part of the democratic society/process.

2.0. Rationale and Objectives
!

2.1.

. rational consent and human dignity, the jurisprudential framework could be

Rationale
A consideration of the needs of society formed the basis for the develop-
ment of the jurisprudential framework. American society was seen as having )
both pluralistic (varied ethnic, religious, racial and social backgrounds)
and common values (respect for human dignity). However,.there are value
conflictg*arising beéween divergent values and divergent value priorities.
The social studies curriculum was seen as the place to develop systeﬁ;tic
and proper investigation into such conflicts in order to prepare students

for effective citizenship. The model [-r 'solving' value conflicts is based
upon Fhe American creed, i.e., rational’;onsent. 'ﬁational' refers to a
commitment to reason and thoughtful consideration. 'Consent' emphasizes
the principle that eacﬁ person has the right to his judgment before he is
bound by decisions affecting him. As the American creed asserts both

e
said to be the methodology explicit in this creed.
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Within the framework man is assuméd to be basically good and rational.

It is through social interaction that man will be led to clarify and justify

4
<
\
<
|

value positions. The framework could be said to be conservative as it
supports a 'traditional’ philosophy. However, as this philosophy 1is not
always explicit in American life, the approach could well be called a

5

futuristic one. (i.e., it operatgs on ideals rather than reality).

Judgments have to be rational and reasonable., There is, therefore,

ai. inculcation aim, in that, if a student arrives at an evaluation that
Hitler was right because he worked for the good of his country, the teacher
nus¢ evaluate on the quality (rationality) of that position.

2.1. Objectives

The broad aim is that students..clarify and justify their value posiéions
. - 4

through exposure to 'controversial' issues. Students must, therefore, have )
know}edge of pertinent facts, critical thinking, abilities/, modes of

tthéht and the disposition to treat value issues in a rational way. These
objéctives are drawn from perceived student needs and the philosophy under- 9

X

lying the aQBroach. Specific objectives are found in the booklets contained

.}‘

in the programs.

“n
{
¢

3.0, Descfiptive Characteristics

3.1. Instrumental content

The content involves any public controversy. In developing the programs
specific Qaterials were created using historical crises. Historical periods
were examined that were analogous to,or presented contrasts to,c;rrent
problems. From examination of these materials students COQ1d identify causua

relationships between the 'then' and 'now' and look for 'lessons in history'.

These materials were designed also to promote emotional impact. The
materials attempt to present an unbiased account by drawing from all/many
viewpoints on the situation. The content is varied and includes topics in

American history; the rights of women, student, racial, political and
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4. 0'

3.2.

3.3.

3.4.

religious groups;. cormunism; war; trade unions and law.
There is no formal sequence in the use of the Oliver and Newmann
materials. The materials appear suitable for junior and senior high

students.

-
.

Overall format and organization

The framework is neither thoroughly nor consistently developed.. Some
booklets flocus on specific aspects of the jurisprudentail approach such as
factual/definitionallvalue.1ssues; other b?okletS\focus on issues or on
moral reasoning or on social action. All basic materials are provided,

although teachers and students could use suggested other resources.

Cost

Analysis of Public Issues Program. Student text: $4.80. Teacher's guide:

$8.97Aand Problems booklets: $1.65 each (1976 prices)

PS

Public Issues Series. Each student text costs 50¢ (1976 price). The

teachers' guide is free with the purchase of ten or more texts of the
same title.

Inservice education would appear to be necessary, but no costs can be
estimated for this.

Time quirements

‘ No time limits can be specifled as implementation of the programs is

ia function of teacher choice. Once students have learned the various

'skills' as many or as few booklets on controversial issues as deemed

ﬁecessary could be studied.

Pupil Activities

k|

.4
There are a variety of pupil activitiesﬁwith the skills of the jurispru-

dential model incorporated in many ways. For example, in the "Railroad
Era", students are sked to identify legislative issues involved in a case

study, draw parallels between issues in history and in the present, play

a railroad game, role play or read a drama and collect evidence on an

issue.
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As the program is interested in rational discourse rather than ‘paper

and pencil' critical thinking, students are encouraged to actively discuss.

The activities are seduential within the jurisprudential framework ~ define

the issue, develop definitions and so or, but later booklets do not always

use this sequence. As fiar as complexity is concerned the materials seem

appropriate for the secondary grade levels, however, as mentioned earlier

the reasoning involved in the jurisprudential model may well be above the

level of the students.

'5.0. Teaching Strategies

The overall teaching strategy revolvés\around the jurisprudential model.

\

This consists basically of:

1.

Abstracting general values from concrete situations - what ethical,
legal, political etc., values are subsumed in a given controversy?
Using general value concepts as dimensionél constructs - what {values
override all others? N

Identifying conflict between value constructs‘l\i.e. values of freedom
of speech and censorship could be in conflict.

Identifying other value conflict situetions - relates" the situation
under study to other similar ones.

Discovering or creating value conflict situations which are analoguous
to the problem under cqnsideration - comparisons with similar ‘
situations where the subject has inconsistent reactions. The subject
is forced to change his position or to rat’ nalize apparegp incon-
sistencies by seeking criteria which differentiates the two seemingly
similar cases.

Working toward a general qualified position.

Testing the factual assumptions behind a qualified value position -
collecting evidence and analysing it. .

Testing the relevance of statements through debate, discussion and

research. '7 8
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6.0.

A variety of specific techniques are recommended - role-playing, brainstorming,

debating, discussing. These provide varied intevaction patterns - student/teacher

'and student/student. Most interaction is verbal but the writing of position papers

is also suggested.

Diagnostic/Evaluation Needs, Procedures and Data .

6. 1.

6. 3.

and 6.2. Needs and Procedures

Evaluation is the function of the teacher, who is provided with guide-
lines. For example, students are judged to be better in discussions whén,
"they conclude that their positions are exg}essed more clearly, or thatx
their positions seem more complex in the sense of including distinctioqs
qualifications and stipulations than when they began". (''Cases and Co#trov—
ersy”". p.7.) Evaluation guidelines are generally in the area of disc?ssion,
but questions posed to studants in the booklets could be used for stuéeht

J

evaluation purposes and could provide immediate feedback to the stud¢nt.

i
!

Data, formative and summative evaluation

4

Empirical studies have been carried out using the programs. The
I

Harvard Social Studies Project was used on an experimental.basis wﬁkh students
and results were compared with a control group. No significant difference

was reported between the groups on critical thinking skills, but bgth groups
kept pace with each other on knowledge of content with the experimental

group doing better on content areas which were not studied(!) Thé experi-
mental group were seemingly able to analyze dialogue and develop rational
approaches to controversial issues, but results were tentative when it came

to competencies involved in oral arguments. This research 'suffered' from
design'flaws such as the Hawthorn> effect, selected, experienced, competenf

teachers were used, and in some cases only twelve students were in an

exper: atal .group.
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Malcom Levy {Sociil Education, Dec. 1972) reports on his research

involving the brogram. He states that results on a.variety of tests were

# somewhat favourable to the experimental group, Jit is clear that the cur-
riculum was only partialy successful in teaching students to use the
Project's analytical framework and skills in discussing public issues."
(page 88) He accounts for this on the basis that:

- 1in free diécussion students did not bring the analytical
framework to bear on substantive arguments,

- although pencil and pape; tests assessed rational discourse )
the teaéhing strategies were not powerful enough to create
noticeable differences,

- the historical case studies did not interest or involve students,

- issues were dealt with at Kohlberg's principled level of morality
whereas most students were in the conventional level,

- ‘the present school atmosphere mitigates'against social responsi-

bility. “So long as the school continues to function primarily

as a Eustodial institution, it is hard to be optimistic about

o ¢

the prospect for success of any program of social or moral

education within the school". (p. 889)
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The Human Values Series

Z. Blanchette, V. Aruspiger, J. Brill and W. Rucker
Austin, Texas: Steck-Vaughn, 1970 - 1973.
Analyst: 1. Wright

Anteaedent Conditions

1.1. Pupil characteristics

The program assumes that pupils live in a democratic society in
which the community must employ external controls over the studeht until
she/he is capable of assuming personal responsiblity for controlling his/
her own behaviour (1, p.80)* Students are assumed to be willing to
operate in a 'dewocratic' classroom, to obey certain rules and to live *
up to certain norms of behaviour - e.g. they should accord respect to
every member of the ciﬁss on the basis of merit; they should offer to
run errands for the teacher (I. p.23); and they should be willing to
identify values which they think they are sharing adequately with others
(I. p.35) and so on.

On entering school the student is assumed to have developed a
cénscience which will mean that he will not undertake to satisfy many of
his cravings (I. p.252). .

Teacher characteristics

The role of the teacher is to promote desirable social change in

the areas of cultural lag (I. p.3.). He/she has the task of humanizing

¥

students (I. p.4.) by acting as an exemplar of democratic living (I. p.108).

In this regard the teacher is seen as an enlightened guide (I. p.105) who

upholds the law and the due process of law.

% T:;-refers to Rucker, W. Amspiger, V., and Brodbeck, A. Human Values in

Education. Dubuque, Iowa: Kendall/Hunt, 1969.

II r:fers to the tex.s (teacher's edition) of the Human Values—Series.
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1.

3.

' /
"The teachers role is not one of permitting the chlldren to
do as they piease, obviously, but ratherfto help éhiidren
set up rules and regulations of their own which are realistic,
and then to set up gealistic procedureé for dealing with those
who do hot give reasonable conformity ‘to these regulationg.
(1. p.106) ,

The teacher must be willing to carry:but the approximately three
hundred specific teacher behaviours such &s respecting children, beiug
willing to talk with them (I: p.263) andn&erforming courteous &cts to-
wards them (I. p.23). He/she is seen as!having values about which hg/she

cannot be neutral (I. p.255). He/she is}éssumed to be willing to clarify

his/her own values, to work with other teachers in this regard, and to

* jdentify the value stances of students, "....any teacher who deals with
! s

children should, therefore, strive to‘achieve increasingly clear insights
into his own value preferences, depriggtions, and tensions" (I. p.255).
Teachers should also realize that anti—social behavfgur:in students is a
cry for help, rather than a negative reaction.

S;hool and commu:ity charact?ristics,

v
The implementation of the program is seen in total school terms with

parental involvement being f paramount importance. However, in cases
where society is failing in its duty, the school has an obligation to "set
limits and, therefore, to try to set up a structure of .security for the
child" (I. p.107). The community is, therefore, seen as being either
willing to allow the school to play a dominant recle, or to be willing to
share in the venture. The school)which implements the program is assumed
te share the philosophy that(II, p.l) human wogth and dignity is worthy

of being developed in a climate in which individuals can seek human values
with "minimum damage to the freedom of choice and value assets of others!.
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Rationale and Ojbectives

2.1. Rationale

- The child is not considered to be bad or good on genetic grounds-

’

(1. p.110), rather behaviour is a function of human interactions. The
aim of the program, therefore, is the realizatiog of human worth and
dignity as this will lead to democratic human behaviour which is healthy -
people are more self-reliant, have democrétic personalities and so on.
(I. p.268) ' Any deprivation of the basic values will lead to imrealistic/
. " - neurotic behaviour. Ag character is formed in every interaction, "Even
when alliare focused on so 'value frge' a skill as learning algebra, the
persen is interacting with a person to set value norms for that inter-
action in the classroom”, the aims of the prog:;m are seen as being not‘
just based in one or two separate subject areas, or even on a total ‘
school base, but rather on a societal bases, because democracy and the
achlevement of the highest potential of each student are paramount aims.
- Values are defined as "preferred events" (I. p.84) which are based
on the (umiversal?) needs and wants of people. Value thinking is deemed
a skill which affects all other skilis (I. p.4). Values include some in

= the moral domain, and others in the social, political, economic, and

athletic domains. Immorality {s defined as behaviour which depriveg any

other human being of any of the eight values without justjfication (II. p.5).
The psychology on which the program is based is phrased in social

learning terms, with the addition of Freudian concepts. The child is also

presumed to have a conscience which 'prevents' him from pérforming many

- / socially unacceptable acts. (I. p.253).

| |
2.2. Objectives !
N The major objgctive is the realization ul luman dﬁgﬁity, by prode§ng
A

opportunities for every person to achieve his highest potential. As

creativenefs and maximum productivenéss (II. p.2) depend on good

PO ——— N ties ~

mental healt
\)‘ » o . ~f‘ .

" \ ‘;..
s students are to clarify their behaviour in terms of eight values which "cover
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virtually all the needs and wants of the human being" (II, p.3). These

values are affection; reSpecf; well-bing; wealth; power; recitude; skill;
%

and enlightenment. These values must not only be acted upon in school,

but in all of life, as they are connected with the major goal of preserving
democracy.

Very specific objectivces are given in the program materials. These
range from psychomotor, verbal thinking, interpersonal, communication
(11§tening, speaking, writing), Math, Art and Music skills (I. §.6—78).

The p;ogram is also designed to increasé reading comprehension ability,
- enhance mental health and give the child opportunities to use creative
and productive behaviour.

The objectives are, therefore, very comprehensive. Some are stated
as broad aims, but many ére very specific. The objectives are geared to

the maturity level of the child and are clearly drawn from the ratiomale.

3.0. Descriptive Characteristics

3.1. Instrumental content

The content focuses upon the eight values. Stories (Snow show, Bob's
New Kite, Grade I: Stop, Thief and A Set-to on Smoking, Grade VI) are
designed to be within the child's world-view, and to provide spring-
boards For activities| to realize the stated objectives. TheLe storie4
N contain moral and non-moral issues and are varied in their contexts,
with some containing non-white characters. . Most characters, however,
Q;e 'middle-class'. Each story revolves around a critical incident in which
"roral standards and ethical behaviour (that are) compatible with the \

. democratic view" (II. p.5) are [presented.

3.2. Overall format and organization

The program consists of  'Human Values in Education' which provides

the theoretical overview, objectives, teaching/learning prccedures and

Q " evaluation, and six student texts. (About me (1), About you and me (2),

About values (3) Seeking values (4), Sharing values (5) and Thinking abogtf

P




values (6)). The first mentioned book is not necessarily required as

~

the six texts, and a kindérgarten picture set, contain much that a teacher

would need to know in order to implement the program.
Each text (teacher edition) contains a cteacher guide which briefly

N

deséribes the program objectives and rationale. For each story there is .
a synopsis and suggestions as to how to introduce it, a word list for
‘skill development and chaﬁulary enrichment, and a coding of values ;nherenf
in the story. Finally specific questions are suggested in, order to focus
studeng atténtion on the values in the story. Additional activities are
also mentioned. Each text éontains a number of illustrated stories, a
. word list and a definition of each value coqched in language su%table for
the student. Evaluation is not formally specified but 'right' ans;ers
: are provided for student questions to the storie;.
3.3. Cost .
2O5% 3 -
Each student text costs $5.43 (1976 price). The kindergarfen picture

set is priced at $8.00 and the book lluman Values in Edugﬁtion is $6.00.

» In-servi.e educ?tion was used extensively in the development of the
program and would probably te required before implementation in any given
school. Special Eraining is available from Value Education Confultants
Clearinghouse, P.0. Box947, Campbell, Ca: 95008 |

3.4. Time requirements

1

Each text contains a number Qf storiés ranging from twelve in "About

me" to twenty-six in "Thinking with Valuoes". Each program could take a

v

year to cover either withiq a given school subject area or within a new
|

/ . )
time slot. However, the pﬁogram is designed to realize objectives which

would permeate, the whole school.




4.0.

5.0.

Pupil Activities

Students are generally involved in réading stories and discussing them.
Other activities include art work, writiné, dramatization, the collection of
reé%ﬂrce materials, vocabulary study and research work. The major pupil activities
of reading and discussing lack variety, but the enrichment activities do prov{de
altematives. The activities appear to be appropriate Fo the grade/age levels .
of the students and are appropriate to the program's goals.

Teaching Strategies

The major teaching pattern is to introduce the ;tofy, have students read,
or read to the students, the story, and then focus upon various.key points by
asking suggested questions. Vocabulary studies are also-required. Other teaching
strategies depend upon the kinds of enrichment activities involved. Interaction
is primarily student/gzacher. A specific 'model’ is suggested (I. Chapter 7) for
self-study and memory anslysis. The phases of this are:

1. Recall of Events From the Past;

2. Conditions for Preparing the Recafled Memory Record;

3. Value Coding of Recorded Events;
4. Elaboration of the Specific Events in the Memory Recall Record;

5. Value Coding of Recorded Events After Being’Elaborated in a Broader

and More Realistic Social Context;

6. Review and Justification of Value Coding.

Events are to be coded according to the eight value categories and in terms of
deprivation, indulgence and overindulgence in terms of the consequences for the
person'making the study, and for others involved in the even.s, and in terms of
the person making the study in light of the analysis: Another 'model' suggested '

o

requires/problem—so ving thinking (I. p.171-175). This involves goal clarifica-
H ' o
tion; trend thinking (description of past trends); condijtion thinking {analysis ©

/
existing conditigns); projective thinking (projection of future developments) ;

and alternative #hinking {creation of §1ternatives and\thejr scientific appraisal

8

i
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6.0. Diagnosis and Evaluation Needs, Procedures ard Data.

6. 1.

6.2.

Diagnostic and evaluatfon needs

4 |

It is useful if the teecher can identify the value deprivatioms,
indnlgencies and over-indulgencies of each student. In this regard, a
value profile is suggested which rates each student on each of the eight
values on a six point scale (very high to poor). Ratings are to be ob-
tained from teacéer observations, the student's actions and parental
interviews. Once the profile has been completed the teacher, w;ere
necessary, takes remedial action (I. p.277). A value sociogram is also
included. On this students are to rate two others who, for example, are
"happy most of the tiue", or "is most dependable". (I. p.281) ;Fhis infor-

mation is then ccded on a2 master tabulatjon table.

Diégnostic/evaluation procedures

* Aside from the value profile and sociogram, the teacher can évalpate
students on the basis of the activites carried out (verbal answers, writLen
work, etc.). This evaluation could provide immediagé feedback to the
student and teacher. Guidelines for evaluation of 'problem-solving'
thinking are suggested (I. p.180-181) e.g. 'Has each student Tespected the
bpinions and k of others?" and, "Have skills of thinking and communi-
cation been ddéveloped?". 1In a sample unit (I. p.182—18f) evaluation

guidelines are |providéd in terms of the right values, e.g. Power pupils

were permitted to participate in important decision-makiﬁg. The teacher's

guide is also very thorough 'in suggesting ways of reporting to parents

and in involving students in the evaluative process (I. p.285-285). Specific
questions are nkted for teacher—par%nt—puélm conferences and 7ugge$tions !
made as to what kind of information (test results, examples of work, ancc-

dotal records, etc.) should be made avallatle in the interview situation.
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6.3.

Data: Formative and summative evaluation

Thorough guidelines are included for the development of prototypes
in schools (I. p.200-209) and formative evaluation procedures and data
\J
are stated generally, the implementation of the program has 1eq§to 1)

-

teachers being more professional in pheir attitudes and practices; 2)
fe;er student discipline problems; %S'increased stadent attendance; 4)
higher classwork and standaggized test grades; and 5) enthusiastic co-
operation from parents (I. p.211). Much evaluative data is included in

the form of interviews with teachers and principals (I. p.212-262). Two

formal evaluation studizs reported in 'Leamer Verification Report: The

Human Value Series' (available from Steck-Vaughn) report that the fifth

and sixth grade texts were moderately successful in raising reading
comprehension and academic achievement in that median scores on achieve-

o

ment tests showed greater gains during a nine-month period than would

normally be expected.
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